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ABSTRACT

r
WO ANALYZE THE PROCESSES OF CHANGE OCCURRING IN,THE MOVEMENT TO MAINSTREAM

MILDLY HANDICAPPED CHILDREN*FROMSELFCONTA1NED CLASSROOMS INTO REGULAR

. EDUCATION, THE AUTIORS HAVE CHOSEN\ TO LOOK AT FOUR- PROBLEM AREAS "COMMON 'TO::

fr)

ALL MAINSTREAMING PROGRAMS: LEGAL CONSTRAINTS, TEACHER PREPARATION,

INSTRUCTIONAL ARRANGEMENTS,. AND ACCOUNTABILITY PROCEDURES. THE ISSUES ARE.

EXAMINED IN' ANALYTICAL TAPERS AND NARRATIVES OF SELECTED PROGRAMS. THE

PREVAILING POINT OF VIEW IS THAT HANDICAPPED CHILDREN. CAN BE MAINTAINED IN

THE MAINSTREAM WHEN THE EDUCATIONAL GOAL IS PRIMAl? IklIVIDUAL GROWTH IN A

CHILDCENTERED ENVIRONMENT THAT CONSIDERS ALL CHILDREN AS LEARNERS AND."'

RESPECTS THE UNIQUENESS OF ALL LEARNING STYLES.
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'INTRODUCTiOW

The movement trf .mildiy handicapped children, from self:cOntiajned class-
,

rooms, into reiular education is the theme of this report.' This change .

is calle'd "mainstreaming," and, as the term implies. it is.more than .a.

simple technique - it is an amalgam of interrelated chAnges. It is
founded on, a collection' of Assumptions .abuut the potent401:for acadimic-

rand social growth of handicapped chiluren, An accumulation tudes(
. . ,

on the part of educators -who have revised their former,low expeciations.

of handicapped children, and a series of 'responses to financial, managerial,

and legal' mandates for Change in the education of handicapped children.
, s .

At this time, the field of special education is undergding upheaval

because of pressures froM'state legislature; for educational accounta-

bility; from state and federal litigation against the exclusion of handt-

capped children, from the regular classroom, and discrirrrinatory IQ

'-
testing; and from the reduction, in local and federal funding for special

education-.7-To-tees -e pressure-s, a-re-added--th-e-stres§is that result

requiring teachers, who. were trained as specialists to function as

generalists in the cfassroorn.

1>

iro

These faCtors have caused changes--ttiroughout-ttie educational-system - all the -;.

way from university training programs to teacher-generated programs in

,elementap classrooms.. But the nature of change, like the nature of

learning, is that it is A process of discovery -which continues to produce
s

new ,fortris. When viewing the mainstreaming movement, it is necessary to

_,remember that what is observed at any one time.may; And perhaps should,

be quite a different set of instructional and administrative arrangementt
$ .

than what will occur .at .a later date. Rath& than Judi, then, whether

A
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a particular program is "successful" in mainstreaming the,Mildly hands-

capped, we tried toook.forthe broaqr issues andlalems within the..

:whole movement, and to'present programs that confronted the 'Prob4ms and

'attempted Solutions' which seemed to offer the MostAexibility to educators.

Once it Was decided to focus on the:problems of change in Mainstreaming

rather than to describe livalidated".MOdels, the issues; began to emerge.

Mere deScriptjons'of'prOgrams seemed inadequate because each school ,0
t - .*

Oviron*ent,'Olthits ccOmpanytng 0)1.161 intellectual, and social

climate is unique. JWChildr4n, teachers, principal, iaperintendent,

parents, and community create their OW sets of expectations and goals

against'which'outComps tan be evaluated, either, formally or informally.

In spite of the uniqueness pfeach situation, common problems are

evident. Whether the program uses a resource rooni, a team teiching

approach, an open classroom or learning center'arrahgemeAt; a diappstit/

prescriptive teacher, an itinerant specialist, or any manner of gradual.

integration of handicapped children out ofthe self-contained classroom
. .

---into;the-requlat-t14ssroom the relative -frequency with Which the same

problems occur - across programs - is striking.

.LourteF)r.oblerns.

-We-identified-fourplid-areasof-problems:Hat-the-federai-end:state

level, the legislative constraints And mandates dictate certain program .

requircmentS, and cause a variety of problems. Also 'at the state level,

the teacher training institutions affect the innovative programs, if they

are unable to provide the schools with the skilled(persbnnel they require.

At, the localvjevel - the individual schodls in this case - the instruction-

ei; al arrangement may be either facilitatitive or disruptive of the goals of
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mkinstre4min'g. And at the personal level for, both students and teachers - the .. .-
Al

. resSureS.foiptitabilit 'heavily influenctwthe-life of the program and

the people within it-.

.Within each of these levels there are more specific problenis for program.. .

administrators and teachers. The reimbursement. arrangeMent (of special
, .

sieducation within a state often reg ices program changes' thathimper the

mainsfreaming of exceptional chit refl. Thebattitudes of® both'
,
special

education-And regular classroom teachers toward mainstreaming are a

critical factor in"the estimated success or failure of a program, and

these attitudes are bften a result of a ?Articular kind of preservice or

inservice training that the staff has been exposed to. The Instructio
$

management of the program is dependent on school polidY about what

shoUld be taught, to whom, 'and in what way. Staff attitudes and sp cial

education funding also help to determine the instructional arrang nt
choien and the conseguent.management problems. Finally, there a e the

4

rural oliti s of the community - the relationships between the local
$

school-and-the istricerbetween- the-principar-arvi-the-superinterident,-and'
between each of ,them and the board of education,' and the relationships

betWeen all of theseCto' the parents and the community at large. These

relati onshi ps mus t_be_eonfronted_ because_ th ey__s et _the -.cr1 ter i a by which

mainstreaming programs will be judged.

These discrete problem areas are intimately associated so that ,'

isolkting them for examination often causes a kind of distortion of he

whole. All, ofthe programs, presented in tills report confronted all 'of these -.

problems in different degre0, and no one program was an example of just

one.problem. Howeveis, we chose. to group Op programs under two headings:

those which emphasize advocacy of the rights of all students Lc) learn and

b.

0
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to grow tn several directions bcsides the inteflectual, and those which

emphasize strategies foriAndividualization of cognitive learning skills.

A third section deals with the theoreticaloonsiderations of accoUntabilAk.
4

ltdvocatit:Individoalizationanct,Accbuntability,

. J.egislative,mandates to diSband self-contained speciaj education

classes, resulting in pressures.on teachers to accommodate previpusly:'

Texcludelithildren in tne regUlar classroom:emerge from thefoontept of "_

advocacy - legal and.. other actions on behalf of children's rights.

These rights include the right to equal schooling; to respect,inspite

of individual differences, and the right to learn in an environment that

promotes success and fosters-self-direction. In'the following pages,

AbedOn:andlWeintraub clarify therlegal.issues in child advocacy', and

Barnes and Knoblotk describe' the teacher ip an advocate in the class-
4

oonv Following these pages, we describe keveral programs that repre-

sent an advocacy point; of view.

In, the second general grouping of programs Abere are several papers

--describi g variations-in strategies for indiviidua zing-instruction-so'

that exce tional children can function with inorm children.

Finally, we focus on accountability. Whether viewed as a tool to

ensure that sckool peoplewill'be answerable1for their profes'gional

actions and attitudes, or asa,js2Ryrse of data that c &be analyzed and

used for the improvement/pi the instructional program, accountability

has changed the educational climate irreversibly. No longer do schools

have a monopolistit control over chi.ldren. The,publfc has expressed

doubts about the competencies and even the intentions of school People

to provide quality education for all children. In the courts and in .1

the classrooms, equal rights for all children are being demanded, and
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explicit' in these demands is Ahe.demandlIceeducatorsi accOuntabiltty. We

present three pape'rs,' representing differing points of view, t5 Clay:ifyothis

complicated

Ham* set out to deSCribe alternate,methods.of,educating-mildlyfhandi-
,.

-r?

.copped children and to,examineithe broader issues, We tried to deprmine

' who these children are.
, The Orate, WIdlY4iandicapped," has been used.

not sd much.aF a description but ,OS:4 catch-all` for mildly retarded,

emotionally disturbed; and leqg diSabled children. Until receptty,

children in academic or emott,nalftrouble were often labeled accordingtO

their performance on standardized IQ tests.' .Generally, children whine

scores fell, between65'1 and 80 were identified as educable mentally
.

.

,
. .

.
., .

retarded, and recommended for Ipeci.al class placement, it such alternatives

existed. Since the validity of IQ_testing'1has been called into question as

a determinant for classifying children for special cfass placement, both

in the nation's courts and classrodm teachers, traditional usage of

the term Wandicapped has be6 en changing. In fact,-at this time, most

speoial education prOgramS do not describe the student population' in
_

categorical terms. Instead', remediation or prevention-techniques

depend upon an asseiment Of these students' leVels of funttioning.

The integration of mildly handicapped children into reolar class-

rooms remains the" subject of this report,- whether these children have

1
lost their labels or are still categorized in some way.as exceptional

children.
)

Two VariatiOnS on, the Theme,- All Children Can Learn

=

The underlying assumption in mainstreaming is that all children, re-

.gardlest of h;ndicapsi are capable of Ognitcont intellectual and social

growth: As individualized instructional techniques aflOwqeachers to

'5.



feriet'eut the *Sonalized:learning steles of:all children, it has

become' lear that many so- called ."normal" children expeeience:difficyltiet

in school- at-some time,, but that these di ficulties are note sufficient:

reason to exclude theta from regular educatioii. Thus ,- the-increase in

indiVidualiption of instruction in the classroom has providqd some

fl-exibility for the inClUsion of .handicapped children. .However, -most

individualization is based on the belief,,that the teacher is responsibl
. H

forCompensating:for --academic performance' perceived as deficient in the i

child... If the child Is seen as a Vkssel into whom a cert'aWramount:Of

basic competency must be ,poured, then 'to the degree. to which that chi

cannot deMonstrate whAt the teacher thinki the child should,knoW, that

child is seen as deficient, and the teacher is .tharged,with the res-

to bring the ,child's tkillt and knowledge up'to sOniejninlmal

standard. If this StandaNis notachieved, the child may not be -able

to remain in the regular clasSmin, or the teacher may be considered less

than competent.

--A-radiCally"different 41 which other mainstreamers hold, is seeing

the

/

one who s whole- -not deficient in e " r,

ei //
/

hi;own unique self-and one who\,is ready, willing, and able' to

'learn Whatever'bears significance to his or her life needs and. interests.4 :

In this view there is no standard performance level and by the same

token, no limit on the.'tea6erls expectations of,what, the child may be

able-to learn during his/her life span. The simple descriptor, "learner,"

accurately applies. In a leahing setting based on this view., the child is
. ,

allowed to generate questions and activities of Vs/her own at his /her

natural learning pace, and ,evidences of curiosity and uniqueness of



expression are encouraged, at the same time that
necessary conformtty to

:Porlaal.Classg4tern is.igently but firmly required. She child :Is allowed
,

,
.not onlyloplay with allege's. and kinds of children but. also to engage in,

peer -teaching.

This view rg1/441otintended to evade obVious Chtldreft do

have, to learned.specified.'facts'and
Skills:over specified periods of

time, as, regulated by, state laws: Some children are extremely difficult to
I -

teach and require:exceptional
flexibility, time, and energy expenditures by

the teacher. implicit In such definitions of the handicabped learner .and

L.*

V
uch designs for wholeness in learning is the'requirement to perceivethe.. ',3

.nique individuality of the teacher, and his/her worthiness ',to receive
*

individualizedtattention from principals, supervisors and copsultanfi.

It is becoming clear that ,advocates for 411e rights of children will

need to take a next step if they would be truly pragmatic in their campaign

to improve learning conditions for children. That step.is toTecognize

and fulfill the workingfandtraining conditions teachers mint have to

adequately' reSpond to the wholeness rather than the deficits in these

children:.

Critical to uriderstandinboth
of `these._baSic.apprO4ches to

mainstreaming is the
realization,that.mainstreamers do not attempt

to dismiss or- rewrite the facts -of life-for educationally handi-

capped children, but rather to,.concentrdte-on new ways in which they

can be taught effectively and to create new expectations for educ rs

about learning pace, learning styles, and teaching efforts and goals.

As mainstreaming pr'actitioners believe that all children can be learners,

so too they'must assume that all grown people can be jearners. In school

where educators experience their jobs, as opporttinities for self-7ren wal
4
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and one sees.More tolerance for individual d fferences among,'

teachers and_administrato7 re teachers and trincipals cart admit

toindtvidUal strengths and weaknesses, and share talents acid problems,

\.

the infusion of handicapped children into the mainstream classroom does'

not becoMe a Whtrlpool of..bottled.rUp frustritions, defensive mechanisms, and
,

resentments over dailtunsatisfying exPeriences'in the school,. Mos If

edUcatO wOuld.:MoveawayfrOm concentrating on-normatiVeperfOrmanceleVelt.

for ¢ ildren and think instead aboUt the.concept Of 'individual grOwth, they
. H

must pply the same kind of thinking to the adultS who work-in the school:

Keith Beery a-long-time advocate for self-renewal in education,

advises educators:

..:We believe, simplyrbetITWYou are a person, that our schools
should be as sUpportin(ana growth-) moting foryou as they should
be for children. ;Further, we believ that schools cannot be
supportive and growth-promoting.fort ildreniunleSsthey are these
things for youl*/:

,.4.[T]he'primary:faCtors in ktermining'school-suCceS, for children,
as well as adults- aro awareness of control over one's own fate,
a sense of,Community, and a senseof grOwth.* ,

This report of what is UN' about mainstreaming is miniscule.in

relation to what is unknown. T ontinue tolekplore new ways of enriching

children's lives while absorbing and applying what others have learned

is another way of saying that adult educators need to grow, to learn; and

to be allowed to fail. The vision and wit to use all that we know., and

the courage to seek foe that which is still unknown, are qualities

Americans have historically nurturedin themselves and their children.

They-are-no less valuable :even more imperative- -in-the-seventies

and beyond.

*Berry, K. Models for Mainstreamin . San Rafael, Calif.: Dimensions
u sing. o., , pp. 5.404 3.

8



,THE-CONCEPT OF ADVOCACY

. This section considers recent efforts by those who view their 4work,as,,

advocating for the rights of children. Perhaps most visible is the advocacy.

`choSen by those parenis-a4d.teaChers and their legal counsel who have gone to

ciTt and initiated litigation to change the laws governing education. Less

visible, but equallysimportant, are those advocates, mostly.teachers, whose

teaching styles reflect their belief that their job is to promote growth - not

to comptnsate for children's deficiencies. Such teachers do not just dispense

information - rather they address tpe whole child in their efforts to create'

classrooms where both children and adults can participate in shred learning and

growth. ,

The two papers that follow both deal with the concept of advocacy as it is

expressed in the courtand in the classroom.

Abeson and Weintraub review recent landmark decisions in severai' states re-

lating to procedures for iintifying, assessing, and, placing handicapped chfldren

in the public schools. Based on this review, they predict these.procedures will,
k

be subject to four different kindS.of pressure towchange in the next decade. There
4

will'be more emphasis on due process to initiate and implement change in the

treatment ofchildren with special-needi. Thus hoofs will create more flexible

programMing in respons'e to individual needs. In ne form or another, the speCial

education contract will be widely alopted. Curren labeling systems, based on ,)

psychological, medical, or other descriptive terminology will be abandoned in favor

of fUnctional definitions of the specific learning problems of specific children.

Data collection will be based on 'more information than that obtaihed from standard.:

ized tests, and tests themselves will, eflect a wide variety of cultural norms and

learning styles.



The authors believe that the legal and educational, stet0Tof the ha4icapped-

child is oftwi directly related.to the legal and educational status of 'minority

groups. Several cases under review. were fought and won under the aegis of the

-Civil rights movement of the 50s and 60s. That movement still exists, and-if advo--

cateSjorAhe,handicappeLsucceS.SfM11Y-prets their demand for,-.equal;":protect4on-
,

o r

under thl.law from abuses of the majority then authors see the future role of

the advocate as one of "no longOr pleading, cajoling, or pressuring edycat1 \n

system. The role of the advocate [wiOecome) monitoring - to assure:complian

with the law."

Another way of working as an advocate for children's r tghts can be -seen] n a

university setting where the teacher's role it perceived as one of advocacy for the

child. At Syracuse University, Barnes :nd4noblock'say:

To be an advocate is another expansionof the teacher role...It means that a
teacher is a helper of a child to make his/her present life more conducive
to learning with joy, and his/Nr future more self-determined.

The Syracuse educators chose an open education approach as the-form that best

allows the'classroom teacher to advocate for all children. Open education in Barnes',

and Knoblock's view O71%,requires teachers to become aware of their own prejudices

and value systems, and to attempt to "open" or "broaden the range of behavior [they

can] accept in a classroom."

The method used to prepare future teachers to respond to a'great varietY of t_.

children's needs in the classroom includes "exposing-teachers cognitively to di.f -

erent conceptual frameworks about children's behavior and helping them identify Oe

approaches that most fit their own frameworks." Furthermore, "...helping teachers\

observe and describe child behaviv rather than only evaluating it can aid teachers

in clearing their vision and minimfiing expeCtations and biases."

To familiarize future teachers with "....the effects of the school as an insti-

At

tution'on children, and to increase their awareness of the pressures.on the child's

10



life (Aside of school," will enable ttlem4to respond fully to the whole child -

i not just to his/her :classroom performance.

The whole-child:fl4(pach:reguires specific Skills for working with other

aAts, as well as with chiidren. The Syracu4 teacher - educators thus train their

stUdents in joint problem-solving, active listening, giVing feedback, and sharing'

_tilentsjwith_collegkies and parents. 'These.abilities are considered essential, if

the classroom environment:is to meet individual needs - if han icapped and non

handicapped children are to weriente growth and mutual support rom each otheW

and.from their teacher advocate,

1

.re

,ti
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THE LAW A'ID, THAT OTHER MINORITY

Alan' Abelson* and Frederi ck. Weintraub*

The Council for Exceptienal-Chtldren

It is he purpose of this paper to 'analyze recent litigation legislation,

and other legal and governmental issues and assess theii impact on the future

education of handicapped children. The temptation is great'to plaY the rofe

of, "futurist, ", and in nonfuture shock fashion predict educational'policy some

"-20 yearshence. We shall try to constrain this temptation, and deal only with
! .

those issues ,that are already changing and seen, likely to continue to do so.

Perhaps the best way to look at the forseeable future regarding education'

Of, the bandicappe0 As examine W at Nas occurred in the 'recent' Past. As,

.H.G. Wells noted "The past is but t beginning of'a beginning and all that

is and has been 'but 'the twilight of,the dawn.'.,. "" ,

The history of government's involvement in the education of handicappeed

children can be characterized as P:eing both of long and short duration. long .

it the sense thatigovernment at the federal, state, and local levels has always-:

had as one of its major functions the protection '5of society from-thde perceived

' as deviant and thus threatening, to society, and, conversely, thejrotection of ° .

deviants from a society that assumed them incapable of coping with its demands.
, .

Thus our long hiStory of mental institutions, 'home and welfare assistance,

educational exclusion polqies,1 etc. Short in the sense that it is fairly

*Alan Abesop is. the Director of the State/Federal InforTation Clearinghouse
for Exceptional Children, Arlington, Virginia.

*Frederick Weintrau is Assistant Director for Governmental Relations,
The Council for Exc ptional Children, Arlington, hirgiria.
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recent that govern ent has had both the legal and moral responsibility to,

'assure that ail individualt,tregaraess.of individual differences/ areproWded

thet-
1
opportungy to develop theirabilities to V fullest, in the most normal--

,

iged'environmenit-pcistible:

Certainly,:public provIsi6 of educational programs for handicapped chil7

Oren, particularly the me0ally retarded, is not, new. ,Although some programs

for physically handicapped children were developed in the first half of the

19th entury, it was not untiV 1896 that the irst public school class- for the

ipe ally retarded was held in Providence, Rhode Island. The development of

these programs over the next several decidesdwas primarily the.result of local

school district initiative. By 1922, ii was reported that there were 191

progrape or clakses in cities with populations over.100,000. .These programs

hut no firm foundation-, howe4r, and tended to ,Ixpand or decline depending-on,

c the availabilityef leadership, political pressures, funds, and teachers:!

It was not u!Ail the early 1904.and the formali4ation of these'programs

under-state law that such educational services had a firm fotindation upon which

to grow. The first such law was passed in New Jersey in 1911. In 1920 r>

Massachusetts mandated local boards of education to determine the number of

i
dicapped children within their stdi is and to provide special classes to

,

'every ten or more meally retardedcOldren.2

B 1948, 1500 school districtsreported special education programs.3 P

Today most school districts have some program or arrangemlnt forsuch services

c,,.with other school-diitricts or agencies.
'1:.

But- despt tesubs taral ars pal ft cstatuand federal -le islati ve 'and-prugrarn---;

developments,the goal of appropriate education for all hand capped children A
remains to be achieved. Recent state data indicate that 60 ercent 01 all

. handicapped children are not'rezeiving needed tpecia' education services; and

13
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that one million are-totally excluded from any free public educatio-- This
, . .

condition exists beca0e4of the belief held by ,many qucators that programs

for such children are not imperative, but are to be made available only wheil

feasible% and the fact that school authorities have the power to remove ind\vidual

chicldren from education ttfc- deny them the special services they need if such

children or services ,threaten -the veil being of tho school dia-Wt.

'This philosophy -is bests characterized by a 1919 Wisconsin-Supreme Court

' 4 `decision, Beattie v. State Board .of 'Education, where the co%7t7stated, The

rights of .a of school age to attend the public'schools of the state

cannot. be insisted upon, whtn his presence-therein Is harmful to the best

interests of the School." This philosophy still pervades today as Winston notes,

"Expultions are necessary and should be carried out by school boardS...."5

In 1954, the U.S. Supreme Court in Brown v: Beard of tducatiOn 6 stated :

In these ,days it is doubtful, that any child may reasonably be expected to succeed

in life if he is denied the oPportunity of an education. Such an opportunity

where the state_ has undertakeh to provide' it, is a right which must be made

available to all on equal terms." But these words too had no meaning for many

years for handicapped thildten. It again took a federal court, in this case- the

District Court of EasgIrn Pennsylvania, .to turn this' condition_around and

declare,that the 1954 decision applied to .handicapped children as well. All chil-

dren have the right to develop their abilities to the fullest in the most normalized

Setting possible. Thus the history if the future, in a sense, begins with the

present.

4 This ,article will -deal- wi th lour-major changes -that the futbre- Wi 1.1 bring.

Fi rst, the \elimination of the 'concept-of uneducability: and thck adoption of a

zero7reject\philosophy in public education.,

Sonted,\the elimination of the concept that educatin

14
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only be accoMplithed through deviant vironments; programs, adminittrative

finances, and designs: and adoption of policies and procedures that promote

the greatest dc9re of normalization,'

Third, theelimination of the concept that .decisions about appropriate

education placement rest solely in the handtof professionals:

ofprOlUraf guarantees for parent and child participation

,that affect their livet.

Fourth, the elimination'of the concept that difference is by its very'

,

mid adoption

in thd:decitiont'

nature threatening to a healthy society: and adoption%of policies that honor

andsafeguard each individOal's rights to be derent.

Educability and Education for All

, First, the future may see the elimination of thetoncept of uneducability

and:the adoption of aiero-reject philosOphyinp6blic education. In 1937,

John'Tlewey proclaimed that each `chi ld should be. seen as

-. -

. equally an individual and entitled to equal opportgnity of development'.
of his own capacities, be they, large or small in vange.....LEjach has needs
of his own,0s significant-t9 him as thOse of others are ,to them. TheA/ery
fact of natural' psychological inequality is all ;she more reason for
establishment by la# of equality of opportunity since otherwis'tkthe'former

'.becomes a means of oppression of the less gifted, !.

Although4his concept of equal educational*opportudities for all childreri
7 $1%

has been advence before and,since 1937, it is'only now that such an ideal is

beginning to be rdalized. And it' is, occurring' now only because groups of parents

of handicapped children, professioals,,and other advocates have involved the

,coyrts 'of -.the lard to determine if their,children, like all other children, are

entitled to an education.

"Nancy Beth Bowman by her ,'ather, Horace Bowman" were the first child and

parent named in the landmark lawsuit Pennsylvania Atsociatfon for; Retarded'

Children v. CommOnwealth of Penritylyania.8 This case, brought';in January 1971;



J

e, alleged thatthe state of Pennsylvania had failed to provide IF retarded chid -

dren with access to free public education. In additio to Nancy Betfi Bowman,

13 other school4age mentally' retarded children, who 'Were representing themselves -

and the class of "alliVers similarly sitUated4h and the Pennsylvania Association

for Retarded Children were named in .the suit as plaintiffs.
. .. ,. 4

wep4 the state secretaries if education'arid public welfare,

of education,- and 13' school districts represehting.the class of all of
I

Named asf, defendants

tate board

Pennsylvania's school districts.

The suit, heard by.6 three-Judge panel in the U.S. C1:14:0-1 ct, Court of the
f,

ti

Eastern District of Pennsylvania, specifically questioned public .policy as
.expressed through laws, and practices, that exclude41 d,. postponed, or

de;Aed free pccess to public' ducation opportunities to all shooL-age mentally
I

retarded children.

'Testimony presented by expert witnesses focused on establishing a

definition of educiion indicating that all children can learn, that pr vition

Of sys4ematic education programs to mentally retarded children will produce

learning, and, finally, that the earlier these children are provided With

eudcational experiences, the greater the amount of learning that can be

predicted.

A June 1971 stipulation and order, and an October.1971;injunction, consent

dgreez..ont; and order resolved the suit: The June stipulation established the
& .

'clue process rights of children'who are or are thought to be mentally retarded
-

in relation -to obtaining a public education.
.. -,

Pi-e- Ottob4v-gette7s -prat -ded -that- Pennsyl yawl a -could- not' ;ly-any 1 A W- _.-

, aowlv" W 1

that would postpone, terrivinab4, or deny any mentally retarded child access to

a publicly supported education, includi g a public school .program, tuition or

tuition miintenanct, 'and homebound instruction. 'It further specifiedthat, by
to

11,,,,,..., ,

16



October 1971, the 'plaintiff children were to have been reevaluated and placed

in programs, and that, by September 1972, all retarded children between the
4, , , .

ages of 'six and 21 must be provided a publicly supported edOcatiOn.

In addi ti on, 'the cqurt-indi cated .tliat local districts providing preschool

education to any children were required to provide similar:programs for the
is

mentally retaded. The decree''also stated that it ,yras most desirable to educate

these children in programs most like those provided to nonhandica..pped children.'

Further requirements 'included that educational programs in institutions must

be supervised by the stateadepartment of edUcation, the automatic reevaluation

bf all children placed on homebound. instruction every three

months, and a schedide to be followed by the state to 'place all retarded children

in educational programs by Septemberl, 1972. Finally, two masters (monitrs)

were appointed by the court to oversee ihe.1,development of plans to'meet the

requi nts of the order and agreement.e

decisions in-the Pennsylvania case in Mills v. Board of EduCition..
of District of Columbia,9 in Federal District court six months later affirmed'.

the opifiion of the Supreme Codrt, orininally- expressed in Brown, that where the

state has undertaken to provide education, "It is a right which Must be made

available to all on equal terms."
-s,

By theSedecisions th4concept that some children are not edcable was

dead. No longer could educdtion be viewed solely as the acgui sition of academie

skills. The decisions called for adoption of a newodefin ipn'of education,:
. ,S,

presented as testimony in the Pennsylvania case' that specified "Education is
.

a -coiltinublit-iirdc-es of &Vero-Ping' lileSkfl IS-needed14: effeCENecOAgWiiii'
. k .

i

developmental 'tasks and demandi as well as with the, environmental tasks and
.-, ,

demands."10' This. defini tie?) of education tba ranks as equal all learnable

skills whether the task is: to read basic functioning vocabulary or Chaucer;

17



to write an application' for a''ob or a theme on metaphysics; or to compute

multiple egressions, or the changere eived from a five dollar bill after, \
purchasing lunch.

.,. r.

STirse-decisions also strengthened the zero-reject concept. in essene,

this concept means that no- child can be denied his right to, an opportunity for

an education. Implementation of the zro-reject concept in concert 'with the

new definition of iducation mearthat ,public policy makers and education

officials must stop the many discrimirjatoYy Practices presently occurring, arid\ .. .

also revise numerous. state laws an.operating iegulations that perthit ejection.

, First and foremost, all "practices formal or informal, .hat 'result in the.

exclusion/of children from 'public school 'must be halted. Contrary to conmon

knowledge', exclusion practices occur as a matter of normal procedure in many
,..

states. AUthority for such practices As found in state. constit'Utions and statutes.

Additionally, other more subtle forms of exelusion bre also practiced.
s4

As an example of'sucli a cOhstitutional base, consider the New Mexico

constitution which states that "every child of school age apd-of sufficiqnt

ph'ysical and mental 'ability shall-bt-required'to-attend a pUblic or other school

during such period and for such time as may be prescribed by law." (Artfole

.5) Note the qualifier "of sufficient physical and mental ability" which has been

used in New Mexico and other states to keep the schoolhouse doors closed to some

handicapped children. Exclusion also occurs through the use of compulsory

attendance laws which eperate as nonattendance laws for. the handicapped .and

can be found in virtually every state. Nebraska latV for example provides

-excics1 ok: fot=-chl 1 dr-efi"Wh-efea :physical "or inetytal:Cohdttiai -614-4 tti

such as to present or yonder inadvisable hiNattrdance at school or his applica-
,

tion to study. "11 ,/

18



Another form of exclusion occurs directly as 4 functionofla'ws governing

the education of 'the handicapped.,12 Each state has some definition indicating
._

categories of children eligible for participation in pedal education programS.

The range of specificity of these laws varies greatly. In New Jersey, the law

spec4ies th"mentally retarded, visually handicapped, auditoriaffy handicapped,

'communication handicappedi neurologically or perceptually impaired, orthopedically

handicaPped,'ohroniCally emotionally diStUrbed, socially maladjusted, and
. -

multOly handicapped."13, In New York, the law merelyspecifieS"children who

becavie of mental, physical, or motional reasons cannot be educated in .regular

classes. "l Thus, if A child is placed (labeled) in a categoryof handicap

which does t "legally" exist within some states, he 6h under the forcp,of

law be denied services.

Exclusion from special education programs also can occur because of
1

.

because there is no legal authority to provide such programs. Another device

used.is to deny the entrance dihildren into programs, until specific behavioral

conditions have been met. Must often this applies to the mentally retarded

regarding the establishment of toilet training. Although recently changed,

North Carolina regulrtions governing the eligibility of mentally-retarded

children to be admitted to programs for trainable children included the

requirements that the child -"be trained, in toilet habits so that he has control
.

limited program optiOns. For eamplq, in some statesthildren who need home-

bound or hoSpitalized instruction are unable to,receive such services, simply

over hil body functions."15

manYSiatiZ those laws that do not require that edutation be

provided to all children frequently require parents seeking.appropriate educa-,

tiOnal programs for their children to lc'cate private pregraMS. Although',40

states presently have provisions to assist the parents of handicapped children-,

0
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with the cost of private education, few proVide for the total td.1_6 Consequently,

the ability of some children to obtain an educationbecoMps a funetion of parental

wealth, which- discriminatory.

In additionto children disoua,ified from attending school through the

channels indicatedabove, there are countlessothersi'moSt:of whom are mildly

handicappeOlith emotional' problems',,who exist In a maNinal, world
. .

-.1of,education between ,the dhool principal's\ciuter-office and the"outside world,

4

These are .the children who are not ever officially exclUded,)but:are suspended,

reinstated and suspended again.who never participate, in an organized and systematic'

educational program.

Ciildren who are formally excluded from public education are only a portion

of the ha dicapped who are denied appropriate educational opportunities. Tra-

ditionally it hasAlen believed-that these children ofthough not receiving an

educatioi commensurate with their, needs, are in a position Preferable to those:

who are totally disenfranchised. Thereis, however, a growing argument that

this is not the case, that denying childreh an educational exParience,that
.

_permits thbm to learn is tantamount to excluding them from school.- Thus an

.bducablementally retarded Child with a reading disability that prevents'him

from understanding written material including books, teacher-made materials,

and chalkboard instructions, who does not receive specially designed assistance,

is in fact unable to profit from the.education he is receiving.

The court orders written in both the historic. Pennsylvania and District

of Columbia actions contained language stating that the plaintiff children

and the members oftheirclass must be provided with.a public education, But

those orders went fdrther. In PARC, the court said that all mentally-retarded

,persons of school age shall receive appropriate program of education."

: 20
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Sifnilarly in Mills, Judge Waddy ruled that "The District of Columbia shall-
_ V

provide to each child of school age, a free and suitable publicly suppotted

* r .

education regardless of the degreeof the child's mental, physical or emotional

:disability or impairwanis:11'-'

It is the opinion Of the authors Opt it was the. goal of the courts to

establish the'conceptthat-education is a service-that,must be tailored to.meet

the needt of each child in order to be effectively delivered. All the evidence
. .

. 4 $

''taken in'theSe cases as well as extensive research, both casual, and empiriCal,

suppoftt this 4tumption ,- all children, when rovided7with a .systematic individ-

ually determined'progrm rega'rdless of the degree and.kind of handicap present,
,,

,

can learn.

'''Those right-to-edUCation,laWSuits that have beeh completed and (the 25 or
I .. : ..c . .

mbre'pending hOe based their allegation of the denial of equal educational
; oe

.

opiaortuility onthe provisions of the FOrteenth Amendment of thelinitel StateS

COnstitUtjon which' siates,tilit '"no state shall make or enforce any lavvwhi

shall Abridge the privileges r,.1Mmonitiet of citizens of the, United, States;

nor shall aAy state deprive'any pecs7 on 9f life, liberty or prOperty,witheut

due process'of law; nor deny to any person within its jurisdiction. the equal

protection of the laws.", In their:decisions the co its have skid unequivocally

that denial ofeducation is a violation of that amen nt.
4,!1

As indicated, the courts also have said that-each child is entitled to an

appropriate education:17 Thus it can be reasoned that in this instance when

the education of children with different needs is at treue,equal protection
..c

,
I

Of the laWaneans unequal
.

access to an appropriate education. Such an approach is
.

unique-for,most 'often equality is defined as sameness., Bedau said "persons

have (received) an equal diStribution, equal treatment or equaj rights, etc."18
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The decisions in Hobson v. Hansen,19 Serrano v. ()Hestia) and, most recently

fn New Jersey, Robinson v. Cahil1,21 also defined equality on the "sameness"

doctr* e; thatequal resources should be provided to all , even those Who have

unequ 1 needs. Since our society reveres economic participation and independence,

and f education is indeed the major societal process for achievingthese

th n 'a new concept of educational equality is needed. Coleman defined such a
-

concept'as "equality of results given different individual inputs."22 This

implies that equality exists when students,tudents, oo matter what, their behaviors or

conditions may be as they arrive at school, successfully achieve educational

objectives.--More simply, equality under this concept is achieved when all

children learn to read regardless of the dii4erentiated resources committed

to that purpose.

AN
The basic flaw here is,, that this concept assuMes all children have innate

capabilities for common educational achievement. Thus, we need only to provide

crutches, or other remedial assistatice, to assure that all children achieve the

same goal., The Coleman definition requires modifications to apply to children

with different learning nee Educational equality should be defined then 4s..

equality of access to different ources to attain different inclIvidual goals. ,

The movement to provide every scan Child with the opportunity for an

appropriate edt!cation that is taking place in state and federal courts and

legislatures, as well as in admin.' trative directiVe and practice, may well

result in American educators adopting the following basic principles to gUide

behavior:

1. Every American child regardless of degree or type of learning handicap4
will receive a public education deSigned to meet his/her needs% The
policy of zero-rejection of any child from an education will be
implemented.
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. Because it is the responsibility of the American edUcatiqn system to
educatelall children, the'focus on providIOD,Servi.ce$....to handicapped
'children will be in terms of Making the mainstream more flexible and,
tips reducing the need for special programs Outside the mainstream.
lftsequently, fewer children,will need special ,education facilities,
since mainstream education will be much Mere-inclusive.

3. The traditional excuse of, inadequate resources for the education of
handicapped children will, beta* of constitutiona) guarantees, lose
its meaning. Educators will be required to obtain hdditional.resourtes,
or reallocate those available so that alLchildren receive an education.

Due Process and Educational Placement Decisions

Our predictions forthe future indicate the right to an education for all

children and the provisioning of such education by appropriate programS. ihe

next logical question is - hoW are decisions of appropriateness to be made,

We seethe eventual elimination of the contept that decisions about' appropriate

education placlgInt should rest solely in the handsof'educators, and-the adoption

of.procedural guarantees for parent and qiild participation in edUCational

decisions affecting their lives.

Key elements of the complaints filed in PARC, Mills, and many of the other

right to education cases allege that the manner in which handicapped children

are ideptified, assessed and placed, or not placed, in regular or special programs

violates constitutional guarantees of due process also provided through the

Fpurteenth Amendment of the United States Constitution. Specifically in Mills,

it was alleged that "...plaintiffs were so excluded [from public education]

without a formal determination of the basis for thoirexclusion and, without 0

provision for periodic review of their status. Plaintiff children merely have

been labeled as behavior problems, emotionally distUrbed, or hyperactive."
.

Further, it was alleged that the children "...are excluded and suspended without:

(a) notification as to a hearin the nature of offense or status, any alternative

1\ior interim publicly supported educ on; (b) opportunity for representation

hearing by an impartial arbiter, the presentation of witnesses; and (c) opportu-

nity for periodic review of the necessity for contlaued exclusion or suspension."
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While 'this litigation centered primarily on children considered for

exclusion, other lawsuits have questioned decisions to place children in special
.

.'
.: .

education. classes on ,the basis of evaluation instruments that are prejudicial to
_ .

t

the children on the basis of spoken language, cultural background, and normative

standardization. Much of the precedent in these cases is derived from Hobson v.

'Hansen." In rulings. that the "tracking" education placement system used in
. , .

.

.
,. .

the Washington, D.C. Public Schools was illegal, 'Judge'Skelly Wright considered

the evaluation procedures the district used.

,EvidenCe shows that the method by which track assignments are ,made aepends
essentially on standardized aptitude' tests which, although given on. a
systegrwide basis, are completely inappropriate for use-with a large-segment
of the student body.. Because these'tests are standardized primarily on and
are relevant to a white middle c14ss group of students, they produce inaccurate,
and misleading test scores' when given to lotier class an Negro .students., As

'a result, raper than being classified 'according to abi ity to learn, these
students are n reality being classified according to their soclo- ecohornic

or racial st us, or--4ore precisely--according to environmental and

psychologic factors which have nothing to do with ability.
)

In January 1970, a suit was filed in the District Court of Northern

'California on behalf of nine school-age' Mexican-American students, Diana v.

State Board of Education.24 Plaintiffs all came.-from homes in which Spanish

was the major labgtiage spoken, and all were in classes for the mentally retarded

in Monterey County, California. The IQs of the children ranged from 30 to 72.

with a mean of 63 1/2. When retested in Spanish, seven of the nine children

scored higher than the IQ cutoff of classification as being mentally retarded,

and the lowest score obtained was but three points below the cutoff. The average

gain as a result of the retesting was 1 *nts. I

The plaintiffs alleged that the testing procedures used by the schools for

placement prejudicial because they placed emphasis on verbal skills requiring

facility with The English language, the questions were culturally biased, and

were standardized on white, native-born Americans. It was further argued that

in "Monterey County; Spanish surname students constituted 18 I/2 percent of
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the student population, but nearly one-third of the children in classes for the

educable mentally retarded."

Additional evidence presented included studies f the California State

Dement of Education, which corroborated the inequity. Of 85,400 Children

in classes for the educable mentally retarded in California in the 1966-67

school year, children with Spanish stAames comprised 26 percent while accounting

for only 13 percent of the total school population.

The plaintiffs sought class action on behalf of all bilingual Mexican-

American children then in classes for the educable mentally retarded and all

other children in danger of inapprOpriate placement in such programs. On

February 5, 1970, a stipulated agreement was achieved requiring that:,

1. Children were td be tested in their primary language and that
interpreters could be used when a bilingual examiner was not
available.

2. Mexican-American and Chinese children in tlasses for-the educable
mentally retdrded were to be retested and evaluated.

3. Specill efforts were to be extended to aid misplaced children in
readjusting to regular classroom programs.

4.' The state would undertake immedtate efforts to develop and standardize
an appropriate intelligence test.

One of the results of Diana was that ,the U.S, Deparnent)of Health,

Education, and Velfare's Offi,ce.of Civil Rights issued.. meniorandum25 to.school

districts with substantial bilingual populations informing them that they would

be in violation of Title VI of the Civil Rights Act, if students whose primary

language was not English were assigned to classes for *tt4 mentally retarded on

the basis of criteria that essentially measured or evaluated English language.

skills.

Since Diana, several cases have beeh filed on behalf of other minority

groups, primarily blacks and Indian. LaOry P. v. Riles26 is a class action

L
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suit filed on behalf'of six black, elementary school-age children, attending

classes in the San rancisco Unified School District. ft was alleged that

they had been !appropriately classified as educable mentally retarded and

placed an retained in classes for such children/ The complaint argued that

the children were not mentally retarded, but rather were the victims of a

testing procedure that failed to recognize their unfamiliarity with white,

middle-clast cultural backgrOunti and which ignored the learning experiencdst:hey

,

may have had in their homes,. The defendants included state and local school

offkials and board members.'

It'was argued that placement in classes fel' the mentally retarded carries'

a stigma and "a life sentence of illiteracy."
Statistical, information indicated .

that in the San Francisco Unified School District, as well as)in the state, a

disproportionate number of black*chifdren Were enrolled in programs for the

retarded. It was further pointed out that even-though Ode and regylatorY,

pro+ureS regarding'identification, classification, and placement of the

mentally, retarded were changed to be more effective, inadequacies in the,

process still -existed,

The plaintiffs asked the curt for a number of remedies to correct the

alleged inequities iricluding the use'of more appropriate assessment instruments,

declaring a moratorium on additional placements of black children in classes

for the mentally retarded, retesting all such children placed in those programs,.

expunging4school records, and others.

4

On June 20, 1972, the court enjoined the Sat Franssco 'Unified School

District "from placing black students, in classes for the educable mentally

retarded on'the basis of criteria, which places primary relevance on the results

of IQ tests, as they are currently administered, if the consequence of use of such

criteria is racial imbalance in the composition of such classes."

26
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Aside from the fact that the procedures for identification, assessment,

an placement are in many situations inadequate, the resulting assignment of a ,

1, 1 to a child, which may or-may not be Orrect,. produces four major-1

prtlems. First, children who are so classified tend to,become the victims

of significant stigMa, ocer resulting in isolation fro normal school

experiences, taunting a other children, and rejection-by many school

personnel.. d

Second4 it is increasingly,recognized thit the assignment of a label to

a child Creates .stereotyped
expectations'of behavior to those who Work with him.

This often contributes to a "self-fukilling prophecy" in that the child, once

assigned a label, is expected to conform to behavior associated with that label

and ultir;ately so behaves. Further, it has often been found thaeonce a child

is labeled, and placement has been made, on the basis of that label, there is

often no escape from that-placement-or that label.

The third negative effect of labeling is that public and private agencies.

offering services, such as education, often determine the population they will

serve on the basis of previously made and often i'nco'rrectly assined labels.

Thus, a child who has been labeled mentally cretarded,but who also has a hearfhg

impairment, may be denied the attention of the program or agency providing speech

and hearing services; because of the ,label mentally retarded.

The foUrth-problem arising from current labeling and placement practices

is that the assignment of a label, such as physically' handicapped, often results

in a child being placed in a special education program regardless of Whether or

not such a prograM,is needed. In this instance there are -many children with

handicaps (most often of'a physical nature including orthopedic; hearing and

vision impairments) who may not require:special education programs.

While leis possible that.tome type of labeling will always be needed for

the purpose of delivering governmental services to the populations they are
4
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intended to serve, it is essential that government agencies reexamine their

present systems of classifying children, and determine whether these systems

stigmatize children beyond the point which is minimally necessary. As was

pointed out in Fred G. Wolf v. Utah27"the worst form of stigma I:, that which

is governmentally sanctioned, particularly when. such .stigma is untlecessary."

Prior to these recent civil., actions, little attentio was given either

through statute or regulation to proCeduralprocesses required by law to

govern' identification, evaluation, and plaCetent activities. At best, local

school districts were: required' to assemble' teams for, Consideration of often

.unspecified data and, possibly, to obtain_ parental consent for placement

decisions The decisions notably' in,PARC and Mills, as well as in more recent

state legislation28 make clear that now procedurj safeguards required by the

r

constitution must be provided during this process.

Most illustrative and probably typical are the following provisions

established as. part of the consent order in Pennsylvania. .As defined by the

ourt, change in educational staLus as specified in these provisions means

as asignment or reassignment, based on the fact that the child is mentally

retarded Cr thought to be mentally' retarded, to one of the following' educational

assignmehtc: regular education; special education, or to no assignment: or

from one type of special education to another." Whenever any mentally retarded

or allegedly mentally retarded child, aged five years, six months, through 21 '

years, is recommended for a change in educational status by a school dist?ict,

intermediate unit, or any school official, notice of the proposed action shall

first be given to the parent or guardian of the child.

Notice-of the proposed action shall be given in writing by certified mail
to thP parent or guardian of the child.A
The notice shall' describe the proposed action in detail, including sPecifi-'
cation of the statute or regulation under which such action is proposed
and a clear and full statement of the reasons therefor , including specifi-

c--cation of any tests or reports upon which such action is proposed.
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The notice shall inform the parent or guardian.of his right to,be'

represented at. the hearing by legal counsel,,of his might to counsel,
of his right to examine before the hearing his child's school records
including any tests or reports upon which the proposed action may be:-
based4 of his right to present evidence of .his own, including expert
medical, psychological, and educational testimony, and of his rightpto
confront and to cross-examine any school official, emploYa or agent
of a school district, intermediate unit or the apartment who may have
evidenceupon which the proposed action may be based;

The notice shall inform the parent or guardian of the availability of

various organizations, including the local chapter of the Pennsylvania
Association for Retarded Children, to assist him in connection with the
hearing; and the school district or intermediate unit involved shall
offer to provide full information.about such organization to such parent
or guardian upon request.

The notice shall inform the parent or guardian that he is entitled under

the Pennsylvania Mental Health and Mental Retardation Act to the services
of a local center for an independent medical, psychological, and educational
evaluation of his child, and shall specify the name, address, and telephone
number of the MN -MR center-in his catchment area:

The notice shall specify the procedure for pursuing a hearing which
procedure_shall be stated in a form to be agreed upon by counsel, which
form shall distinctly state that the parent or guardian must fill, in
the.form and mail the same to the .school distria`er intermediate unit
involved within 14 days of the 'date of notice.

If the 'parent.or guardian does not exercise his right to a hearing by 7 2

mailing in the form requesting a hearing within 14 daysef receipt of the
aforesaid notice, the school district or intermediate unit 4nvolved shall
send out a second notice in the manner prescribed above, which notice shall
also distinctly advise the parent or guardian that he has a right to a
hearing and that 'his failure to respond to the second-notice within 14
days-of ,the date'thereof will constitute his waiver to a right to a hearing.
Such second notice shall also be'accompanied with a form for requoting a
hearii1g of the type specified above:

The hearing shall he scheduled not.sooner than 20 days nor later than 44

days after receipt of the request for a hearing from the parent or guardian.

hearing shall be held, iri the local district and at a place reasonably
convenient to the parent or guardian of he child. At the option of the

, parent or guardian, the hearirigInay be he d in the 'eve ing and such option
shall be set forth in the form requesting the hearing foresaid.

The hearing' officer-shall he the Secretary of Educatii6fi, or his .designee,
but shall not be an office, employee or agent of any local dfstrict,or
intermediate unit. in whicht child resides. .

The hearing shall be an oral, personal hearing, and shall be,public unless
the parent or guardian specifies a closed hearing.

0
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The decision of the hearing Office l shall be based solely upon the
,evidence presented at the blaring.

The local school district or intermediajunit shall have the burden

of proof.

A stenographic or other transcribed record of the hearing shall be

made and shall be available td the parent or guardian or his represen-
tatiwe. Said record may be discarded after three years:

The parent or guardian or his counsel shall be given reasonable hearing

by legal counsel of his choosing. .

The parent or guardian or his counsel shall be iven reasonable access

prior to the "hearing to all records of t e s ool district'or intermediate
Unit concerning his child, including anyl tes s or reports -upon which the
proposed action may be based.

The parent or guardian or his counsel shall have the right to compel the

,attendance of, to confront and to cross-examine any witness testifying
for the school board or intermediate unit and any officialli employee, or
agent of the school district, intermediate unit, or the department who
'may have evidence upon which the proposed action maybe based.

The parent or guardian shall have the right to present eistidence and
testimony, includin6 expert medical, psychoTogical or educational
testimony.

No lat than 30 days aft the hearing, the hearing officer shall render

a decision in writinglAich hall be accompanied by written findings of
fAct and conclusions of law a d- -which shall be sent.* registered mail to
the parent or guardian and hi counsel.

IoN

Pending the hearing and receipt of notification of the decision by the

parent or gyardian, there shall be no change in the child's.educational
status.

The importance of school districts adhering to legally defensible procedures
.

cannot be overstated. kn Pennsylvania, the court felt so strongly about rights
..-

of due process that they issued the above guidelines prior to their considerations

of the right to education issue. In another right tweducation case, in Michigan,

Harrison v. Michigan, 29 which was dismissed on the basis of a state law already

in force that requires the e ucition of all children, the court.said....tr it

"..%mu'st assume that the sta e will act oNstitutionally, rather than unconstitu-

tionally, in its implementation of procedural rules A .to'the twelve (plaintiffs)
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as well as to the. entire class." School (1-itricts Simply must adopt;such

proced4res as'partof their diily operation.

The question of the use and consequent problems of labeling is presently

,the subject of intensive and extensive examination (Project on Classification

of, Exceptional Children, Vanderbilt Universit0. Other proposals to describe

children's educational needs in termsof a variety of educaronalplacements

and allocations of people and dollar esources,are also being explored. One

of these approaches is called the special education contrda and was' originally

'Aescribed by Gallagher.30

The basis of the special educatfiin contract is that a formal and legal

.relationship is entered into by the public school officials, the parents, and

he chi1Vin need of special education servides. The klirolg upon all parties

contract includes in its terms the specific sponsbilities that will be under-
.

taken by all parties to see that a previ usly developed individually prescribed

program is, in fact, provided. 'Specific P6Svisions in the contract would

include at least the following:
P

1. The specific and measurable objectives to be realized by the child.

2. The criteria and method for determination of the achievement of those
objectives.

3. The specifiC activities that will be undertaken by all parties. to the
contract to achieve the desired objectiveS.

4

4. The allocation ofpeople, dollaro...4nd time resources to achieve the
objectives.

5. The schedule for the measurement of short-, and long-!term objective ,
attainments as established in the individtially prescribed program.

6. Penalties Ao. be applied tq/ y parties to the contract faili6g to
execute their responsiibil4ti s.

Use of the- contract approach has a number of advantages over present

systems used to educate handicapped chfldren. First, this'approach builds
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a legal basis for the delivery of educational services. to children,with"

1(
special learning needs who a not haying thos eeds met. Second, since

educational 'cervices will be dpliMered to children on the basis of educational

objectives to belttained, no potentially negative labels will 8e heeded.

Requests to government-for resources can be presented on the basis of the

numbert of children who with* the next year for example, will learn to .recognize

and.understand thd meanings of a 25-word list related to basic community
_

functioning. Both broader and more specific groupings of objectives can be

presented.

5,

Implementation4I0 acontract approach is a logical extension of the due

process procedure. BecaUse of procedural safeguards; propoSals to change the
.

educational status of a child require, as indicated,'the collectiOn and
.$

analysis of varied information about a child, designed to guide adecision,as

to the best educational placement. Determination of the. placement then is

based first upon a determination of needs then,ypon theestablishment:'

of the individual program needed, and, finally, a'reCommendation.for,,alkace-

ment where that program can be provided.

Finally, the demands for accountability that are being placed on.the public

schools. can be.extended to the child and his parents. Because the objectives

and responsibilities for their achievement are specified in the contract, then.

the cause of failure may be identified, whether the fault be with the school,

the child, and/or his parents. Achievement of the objectives provides the

schools with the greatest data possibltlo answer questions of accountability, ,

because not only can they total such accomplishments they also can specify by

objective the people, dollar, and time resources required.

-4
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The special education contract represents a, radical approach, but the

denial of appropriate education tonmany American' children may require a

radical t olution. The power of the law is great, whether it be legislative,

Judicial, or contract change. Finally, use of the contract will open the

sehools. and the ;fecision-making processes to include parents in' an honest manner
. , .

and in a full partnership rble.

As a result of the present turmoil relating to the identification; assess-

meht, and placement of all: handicapped children in appropriate edpcation programs,

the following behavior changes for the public schools can be predicted:

1. Procedures of due process will be used to' govern changes, in the
educational placement of children with any special needs.' These
procedures will:be carried to hearings challenging the recoTendations
of the public school with increasing frequency for a short

2. In response 'to the challenges mentioned'abOve,,and du0 process itself,
the public schools will create more flexible programming patterns to
better meet the individual needs of children. The special education
contract:in one form or, another will be adopted by the public schools.

3. Classification systems will b'e based upon specific learning needs Of
children rather than psychological, medical ,.or any other descriptive
systems.

4. The present level of dependence upon standardized test's will decline'
and will be followed by more extensive use of informatiop collected
from home, school, and .community. New tests mom adequately reflecting
various culture norms and learnirig sty4s. will be/developed and used,
but with constraints l earned as a' 'results of the present overuse of .

tests.

From Deviancy to Normalization

This leads to our second prediction that ''the futurb will bring about the

elimination of the concept that handicaps only tambe -ameliorated tjirough

.cleviant environment, programs, adminiStrative designs, and finances, and that

poficies and procedures that promote the.greatest degree of normalization will

be adopted.
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The previous discussion of "equal protection" had at its core the concept

that all individuals.start and remain as equal and,are pcovyled differentiated

services depending uponAeel. But there must always biabAsumption that -.

services within the education system vary in their degreb of normalcy. By

thii'we mean that there are services provided to most students that create

no stigma and that-do-ndt:deprive-thelndtVidual-of-li6erty more than any other

indivi6LJaL At the otherextreme; there are needed services that do create stigma

`and do limit individual liberty: Thus, a regplar.classroom program in education

representS. normalcy while an institutional setting mightrepresent the greatest

degree of abnormalcy because it is in fact the most restrictive environment.

,..

Reynolds and others have displayed ttle wide range of school' services on tills

model What we are suggesting'is that within the construct of appropriate

. education for.all handicapped children there exists a wide range of appropriate

services, and that such services, can be plotted on a continuum ranging from the

most normah.or least restrictive of individual freedomuto the most abnormal,'or%

most restrictive of individual.Jreedom.
. -

All individuals must enter the education system at its least restrictive

point, in other words, and may move in the direction of more restrictive programs

if such programs are I) freely chosen by tie individual or 0 shown to be

imperative to meet stated objectives.

A Aumber of recent court decisions Ifeve bearing on this issue. In1962,

a woman was taken into etAtody by police in the District of Columbia after

being found wandering about the city in a-state of confusion. After psychiatric

observation which indicated the womn.was suffering from senility, the woman

was committed to a mental hogpital. The psychiatrist noted that, the woman

was not a threat to the community, only a threat to herself. The woman filed
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a writ of habeas corpus. The trfarcpurt denied her petition, Lake

v. CaMeron.32 The U.S. 'Court of-Appeals reversed the trial court and

in doing so laid down a most important principle:

Deprivations of liberty solely because of dangers to the ill persons
themselves should not go beyond what is necessary for their protection...

Appellant may not be required to carry the burden of showing the
availability of alternatives...(She] does nOt know and lacks'the
means to ascertain what alternatives, if.any, are available!)ut
the Government knows or'hds the means of knowing and shouldWierefore
assist the court in acquiring such information...

Based on this ruling, it appears that when a continuum of treatments

varying in degree of deprivation of individual liberty are available,

.government can only require the treatment that is least delimiting to

the individual's rights. Equally important is (he fact that the court placed the

burden do the government to be familiar with and make known the alter-

t

native treatments.
,

In two school desegregation cases, McLaughlin V. Florida,"-

and loylha v. yirginia,34 the Supreme Court establisted a "yardstick"

for determining when a procedure was constitutionally offensive.

The high courtruted that racial distinctions, differentiations, and

classifioaticare constitutionally offensive, unless the.state is

ableAk.Justily them as esential to the accomplishment of an otherwise

permissible state policy. As in Lake, the court emphasized that when

alternatiiswere available, it would beAifficult to justify,a

practic that limited or_discriminated against individual liberty.
. .

.

%Felt state legislation also'is dealing with this issue, speci-

fically as it relates toy the handicapped. A new Tennessee law states

that:

To the maximum extent practicable, handicapped children shall be
`educated along with children who do not have handicaps and shall
attend regular classei.' ImpeclimenCs to learning and to the normal
functioning of handicapped children fn'the regular school environ-

ment shall'be overcome by ltheproviSton of special aids and.services

' 35
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rather than by separate schooling for the handi6pped. Special
classes; separate schooling or other removal of handicapped chil-
dren from the regular educational environment, shall occur only
when, and to the extent that the nature or severity of the handi-
cap is such that education in regular c)asses, even with the use of
suppieinentary)ays and services, cannot be accomplished satisfac-
torily.35

. A similar law has beenput in force in Massachusetts written in

language that clearly sets the tone for th'e right of handicapped chil-

dren to an appropriate educatiok "Until proven otherwise, every

child shall be presumed to be appropriately assigned to a regular

education program and presumed not to be a school-age child with special

needs o'r a school-age child requiring special education."36

This statute accurately forecasts the fu re, for it states init-

k

ially Oats -every child will receive an education. Second, by ind-

icating that various alternntVe education settings are available

for instruction, it states that children with varying learning needs

are entitled to, an education designed to meet those needs. Finally,

the statute states unequivocally that every child will be "presumed"

capable of benefitting from a regular'education program, which means

that the basic philosophy of theMassachusetts"public schools is

that all efforts for providing children with an education are to

occur in the mainstream. Thus, the focus is on maintaining children

in regular programs, until evidence has been accumulated that more

restrictive settings may be more preferable. Programming under this

statute placed the emphasis-,on keeping children in the mainstream,

rather than reentering them into regular programs.

What this means to educators is that beyond
1
providing education to

all children, they are obligated to provide such education in the

least restrictive manner. If a child needs a resource room program,

36
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then he be placed in a special claSt; or if a child needs

special class, then he can't b institutionalized. The fact that a

particular service is not available does not justify the require-

ment of a more restrictive alternative. Certainly, if an indivi-

dual has a wart and dermatologistis not available, we don't allow

the surgeon to rempve the entire arm.

One major obstacle to effective implementation of these concepts

is tho fact that'in many school districts special education services

are segregated from themainstream of education by administrative and

.policy patterns. The debate over special versus general education has

echoed throughout our profession for years. It is an irreleVant'

debate for the only solution is to educate appropriately. All chil-

dren are the responsibility of the same education system--no more,

no less. It is that system's responsibility to distribute its varied

program resources in a faihion that assures appropriate education.

The superintendent is responsible for all the chKir.:Xand for se-

curing and allocating the resources necessary for their education. The

director of special education is responsible for the efficient deployment

and operation of certain services pr programs, but the children who

are served in his programs are under the aegis of the whole system.

We must certainly advocate for their needs and provide quality services

where appropriate, but we must not allow the system to segregate children

unto us. For to do so, reduces the educational and life options that

these children should have and makes them inherently unequal. As the

Supreme Court in Brow. pointed out, separate but equal is inherently

unectual. And as Judge Wilkens of the Third Judicial District Court of
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Utah so eloquently stated in Fred G. Wolf v. The State of Utah:.

The policy of placing these children under the Department of Welfare
and segregating them from the educational system can be and prob-
ably is usually interpreted as denoting theie inferiority, unusual-
ness, and incompetency. A sense of inferiorfty and not belong-
ing affects the motivation of a child, to learn. Segregation, even,/
though perhaps well intentioned, under the apparent sanction of l
and state authority has a tendency'tq retard the educational,
emotional, and mental development tithe children.37

//

The Right to be Different
/

What this paper has really been abou is the right of people to be

different, the' inability of the Americap education system; to accept

and nurture differences, and our hope/that, in the futyre, we will

eliminate the Concept that differences are by their very nature

threatening to a healthy societyiand adopt policies that honor and

safeguard the right of each individual to be different: That we will

make sure that the institutions of society, particularly education,

present no barriers to such differences. Often we see only the

immediate impact rather than the'long range affect of our actions.

The psychologist in Diana who tested a Spanish - speaking child in

English did not perceive himself as a part of a conspiracy against

Mexican-Americans,but his tingle at coupled with others may have

conveyed that image to Diana and her family and community. The child

who is suspended, for what may appear to be a good cause, but without

due process, may bel n the long run that this is a-tociety

not of law, but of arbitrary and capricious tyrants. The child in a

wheelchair, who must go to a special school for no otherreaSon than 1

a flight of steps bars her entry to the-School her neighbors attend,
9

learns in addition to reacting and writing, that this is, in fact, a
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hostile society.

Discrimination against the handicapped not only affects thbhandicapped,

but robs the larger society of the talents and labor of otherwise 'richly

endowed ind/viduals, who but for the Way their handicaps were viewed,)

might contribute much more to society than is,presently the case. A

member of the Congress, in a recent discussion with one of the authors,

pointed out that he had Lys had difficulty understanding why the

handicapped were so discriminated against in adulthood, until he began

to examine their education and found that the average nonhandicapped

child'gdeS to school only with other mirror-image children, while

the handicapped go to special schools or classes on special busses.

He began realize that while we preach to children to be accepting

of differences, we allow those systems that have the most impact on
.00e

children's lives to practice the bigot* that we piously hope the

children as adults will disavow. It is easily understood how a t

businessman, who during his school years saw no handicapped children

in school, whd knew that they were shunted off somewhere else, and who

conjured negative images of these children

hesitant to hire a handicapped person.

he never knew, would be

Givfn these realities, why our oftimism about t better future?

Several trends contribute to such optimism. First, law has histori-

cally been the means by which minorities have protected themselves

from thelabuses of the majority. The civil ri9hts movement provided

such protection and advanced the status ofemany minorities. This same

route is increasingly opening'previously closed doors for the handl-

,capped. The right to education, due process, appropriate education,

open educational options, and the elimination of architectural barriers
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are no longer merely issues to be discussed in journals or at con-

ventions, or actual agenda for a just few well-meaning indiyiduals,

but are now increasingly the law of the. land. The role of the ad-

vocate no lOnger need be one of pleading, cajoling,. or pressuring the

edUcation system. The role 'of the advocate is monitoring'- to assure

comp liance with the law.

Second, Americans are basically law abiding people.- Thus we

believe, and research has Shown, that we:Will internalize laws that

we haVe imposed upon ourselves, eventually adopting the behaviors they

require as'our own. Certainly there will, be violations,, particularly

from those whO only internalize the behAiors and never learn the

principles. A school district that was under court el-der to. admit

mentally retarded children into their education program did so, but

promptly passed a' policy stating that no mentally retarded children

could try put for the cheerleading squad, hus demonstrating that they

.had not really understood the principle of equal protection.

Third, there is an old saying "proximity breeds liking." 'Perhaps

all that can be done today is to bring the handicapped and the non-

handicapped into proximity, to guard against major abuses, and to hope

that the next generation of students and educators will be more capable

of eliminating more of the insidious discriminatory practices existing

today.

Finally, the recent court victories, legislative triumphs, and

administrative confrontations have given the handicapped and their

advocates a new self-perception. They no longer will accept tokenism.

They know that they are entitled to certain rights today and will accept

no delay. They realize the Vscal and adminstrative problems involved,

but will not accept the solutions to these problems as their responsi-

bility. They will no longer behave nicely when asked to accept second
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class status. But most
importantly they noW see themselves as humanbeings and

cittzens,
and w 11 accept nothing less than equal .justice.

Tom Gilhool,
the lawer for te p:lintiffs in PARC, provides a beautiful

AT

example of this new
awareness.38

On October 7, 1971, the Court
ordered that each of the 13 paintiffs

in the
Pennsylvania case should be placed within one week iff-a

program f education
and training

appropriate to them. One of the
plaintiffs, a child and

her parents,
were visited by a school

official of one.of the
defendants and the school official said, "We

have the order. Tell you what, we're going to do you a favor,
we're going to give Kate another

chance." The parents said,
and you'l e cuse me for

translating it, "No, you're not. You're

not goin ,t do us a favor; you're not going to give Kate another
chance. 6u 're going to give Kate that to which she is entitled."If the future we see as inevitable

appears
threatening, then perhapsit is

necessary.
But-our hope is that it be a challenge to all of usto make

available to handicapped
children the

appropriate educationalopportunities they need. This is nothing more than we would want rourselves and our children.
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OPENNESS AND ADVOCACY: TEACHER ATTRIBUTES AND BEHAVIORS

FOR MAINSTREAMING CHILDREN WITH SPECIAL NEEDS

Ellen Barnes *. and. Peter Knoblock*

.SyraCuse University

Introduction

This paper focuses'on the belief that the openness of teachers and

classrooms and the advocating foi the educatiopal rights of handicapped

children all contribute to the mainstreaming of those children into l"egu-

lar education programs. We begin by discussing the role of.the teacher,

as advocate for the child and suggest some training activities for the

many behaviors which accompany this role. In the preparation of teachers

as advocates we have been involved in teacher education both at the uni-

versity and public school levels. For the past four years at Syracuse

University we have been part of the development of mo0 innovative ways to

prepare,Uacners.of children with special needs. (See Knelo4ock, Barnes, Eymah,

1972.) One of our guiding concepts is that the truly involved and respon-
!,,

sible adult (teacher or other adults within the schools) needs to respond'

to more of the totality of a child's world. This means that there are

many "out of the classroom " 'experiences and activities to be'- engaged in

'.on behalf of the child.

Following this section, we will present a brief des6ription of one

morrtiA's class in which one teacher, 15 "educable retarded".cAildren,.

10.
and other adults ll attempted to live an open classroom appqach. This

% . I
particular teacher actively pursued mainstreaming of these children back'

into regular programs and accomplished this to some extent. Her Oremisei.,

was that by creating an open classroom enironment she enhanc the chan, c4,

of hlr children gaining the necessary skills and experiences function

*Ellen Barnes is a research associate at Syracuse'University, New York.
*Peter Knoblock is a professor of Special Education at Syracuse UnivArsity.
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satisfactorily with others in the school. We point out some of the basic

ingredients of her open classroom and 'close by specifying some of the

behaviors, activities, and strategies regular and special class teachers

can utilize to develop more open approaches with children.

The Teacher as Advocate

The traditional definition of a teacher's role has been one of the

passer-on of infOrmation, the dispenser of cultural knowledge, within a

prescribed time'and place (school). In special education the conception

of teacher role has been broadened to include responding to particular

aspects of a child's individualitye.g., his expression of emotions, his

ability, or."disability" -still in relation to his learning performance.'

But a child's life is much more complex than a,classroom, and his

behavior is influenced by many forces outside the school. For a teacher
4

to respond to the whole child, she must know what his experience is and she

may need to influence that experience, even outside the boundaries of Room

202; she must be an advocate ("one who pleads for another, a counselor")

for the child in his life in school and out. fo be an advocate is another

expansion of the teacher role, far beyond dosing children with facts. It

means that a teacher is a helper of a child, to make his present life more

conducive to learning with joy, and his future more self-determined. There

is a need for advocate-teachers for all children, but especially for chit-

' dren' with difficulties - whether they be labeled educable retarded, emotion-

ally disturbed, or learning disabled. On the following pages we attempt

to specify behaviors of an advo te-teacher and to suggest a model of
4

training for those behaviors.

Training for Advocacy

At. Syracuse University in the Division of Special Education and
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Rehabilitation, we have had a special project funded by the Bureauof

Education for the Handicapped (USOE) to train, teachers for city chil-

dren with special needs. 1 This program has attempted to utiliZe an--

advocacy focus in helping the trainees work with children-who are partially

or totally excluded fronschool, Our goal for many of these. children was .

to return them to the Mainstream of edUcation--finding the best possible

placement for them, so that their futures as self-supporting' members of

the society were not in jeopar4.

Thecontent pf the training program in the area of advocAcy covers

four main topics:

1. TeacherNalues, Empathy, and the Definition Of Deviance

2. The Institutional Press

3. Awareness and Use of Community Resources

4. Skills with Adults

We will describe as concretely as possible experiences !Ainfor-

mation utilized to deal with each of these topics an'd give examples, of the

behaviors of the teachers with their children.

Teacheryalues, Empathy, and_ the Definition of Deviance

"Mainstreaming" children With specW needs, into regular education

can only be successful if the teacher of these children truly accepts

and values them if.the_teacher, in fact, discriminates against the chil-
,

dren and is not active in their behalf, then "mainstreaming" does not

'occur. The first step toward integrating spepial children is to deal with

'a teacher's stereotypes and feelings about-the children and, through efforts

at empathy, attempt ,0 broaden the range of behavior that a teacher can

accept in the classroom.

This topic is directed toward helping the teacher see more clearly



(a) his or her own frame of reference, values, and stereetypes, land (b)

the child and thd meaning. of the child's own experience (emp*athy). Each

Of.ns looks'at the world and the behavior of others'through the screen of
41 4

our beliefs and valueS; for a person who is in a position-to strongly

influence others (because of role, authority, charisma, or Whatever), it

is- particularly, important to be aware of his or her biases and point of

view.

Behavior which one teacher-sees as deviant or abnormal and attempts

to .change may not bother another at all. Ullman and Krasner describe this

in their book, A Psychological Approich to Abnormal Behavior:

Behavior which is called abnormal must be studied as the
interaction of three 'variables: the behavior itself, its
social context, and an observer who is in a position of
power. No specific behavior is abnormal in itself.
Rather, an individual may do something (e.g., verbalize
hallucinations, hit a person, collect rolls of toilet
paper, refuse to eat, stutter, stare into space, or dress
sloppily) under a %et of circumstancev,,(e.g., during a
SChooloclass, while working'at his desk,.during a church
service) which.upsets, Annoys, angers'or strongly disturbs
somebody (e.g., employer, teacher, parent,or the indi;-
vidual (himself) sufficiently that some action results
(e.g., a policeman is called, seeing aioychiatrtst is
recommendedocommjtment proceedings are started) so that\ the society's professional. labelers (e.g., physicians,
psychiatrists, psychologists, judges, social workers)
come into contact with the individual, and determine which
of the current sets of labels (e.g., schizophrenic reac-
tion, sociopathic personality, anxiety reaction) is most
appropriate. Finally, there follows attempts to change
the emission df the offending behavior (e.g., institution-
alization, psycho-therapy, medication).

The label applied is the result of the training of the
labeler and reflects'the society which he represents.
The labeling itself leads others to react to the indi-
vidual in terms ofstereotypes of that label te.g., "Be
careful.) he's a danrops schizophrenic"; "Poor girl,
she's hysterical ").4

w

A teacher who had an open classroom for "emotionally disturbed" children
4

described the same phenomena in terms of perceptions of strengths and

4$

a
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weaknesses:

b

I

One thing that 1,think is really important is to look .

at a kid in terms of strengths and not weaknesses.
I

feel many times the things people, identify as weaknesses
really can betstrengths. For example. . .there was'a girl
in the class' who had had a lot of trouble because she was
so extremely active. She was labelled "hyperactive." how,
it turned out that she used a lot of that activity to help
other kids who were more withdrawn and more passive.' In

other words, she had 'all this activity-inside of her and
what she really needed was,some way to direct it. And she
was able to direct it in a good sort of way, if there were
some alternatives open to her. Before, the only sort of
experience she would have in school would be trying to con-
trol herself. ,So, basically, I just saw that a lot of Vie
kids' "Problems' could'be used to advantage in school:-5'

Many data are available to substantiate the self-fulfilling prophecy,

of teacher expectations. Daniel Fader's book, The Naked_Children, is a

very readable discussion of the "functional illiteracy" of many. bright

inner-city children; whose teachers do not expect them to learn to read,

Teachers shouNQ:xplore their prejudices as well about minority group

children.

We attempted to expp e teachers cognitively.to different conceptual

,frameworks about children's behavior and help them identify the approaches

that most rt their own frameworks. We u e Study of Child Variance, A

Conceptual Project in Emotional Disturbance, Rhodes & Tracey, 1972,

University. of Michigan Press. This project covers biophysical, socio-

logical, behavioral, ecological, psychodynamic, and "counter-theory"

points of view. More in depth work can be 'done by reading individual

theorists. For instance; we discussed comparative ideas of human growth,

'therapeutic interventions, and applications to teaching after seeing .a

film of Carl Rogers, Fritz Perls, and Albert Ellis; and reading some of

their works; we each indicated which therapist we would prefer and why;

and tried to relate that to what we do with others in our role as helper
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(teacher, therapist).

We designed soave active experiensys'for teachers to look at their

values, stereotypes, and expectations. Many of the value Clarification

activities suggested by Sidney Simon and associates4, can be adapted to

deal with issues of teachers and children and provoke thoughtful disrossion.

Some examples are:

Forced choice:, Which would you rather work with--
Retarded or Gifted Children?
Retarded or Disturbed Children?

Why?

Think of the children with whom you are now working. Rank
them according to the amount'of time you spend with each of
them. Then, indicate by placing an E.next to those where
you enjoy the time spent. What dl'ylu do most, with each
child, e.g., mothering, controlling, academic,help, etc.?
What is it about the children with whim you spent more
time/ little time? (e.g., do you enjoy them? do you
think they need you?)

Role-playing can also be useful for identifying a person's stereo-

types about labeled children. The bel-vior a person chooses in playing a

retarded child or a disturbed child - -as well as how he or she might inter-

, vene when role-playing a teacher.:-reflects their definitions of children

with special needs.

Helping teachers observe and describe child behavior rather than

only evaluate -it can aid teachers in clearing their vision and minimizing

expectations and biases. We have utilized liVe or videotaped situations

Of an individual child and teacher; we each observed and recorded the

same scene. Afterwards we compared observatfonsattempting-to only

describe behavior rather than interpreting or evaluating it. For example,

4 instead of saying, "John did not answer when the teacher asked what he

was doing," many teachers wrote "John was insolent" or "John did not.hear

the teacher° or "John ignored the teacher." Each of these latter statements
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makes an assumption about John which is not necessarily evident only

from his behavior.. Discussing this process with teachersoften revealed

assumptions they make about children that they might not,be aware of

and which other teachers might not share. It becomes clearlidat to

understand what is really happening with John, the teacher must ask Jnho.

Role-playing activities can also help teachers see children (as well

as themselves). Adults hole-playing children can begin to understand the

child's perspective. An example is given below:

An activity originating with Janet lederMan, author of
Anger and the Rocking Chair, is that two adults pair
up, one deiliiiating herself an autistic child and the
other, the teacher-helper. The "child's" goal is to
not res ond, to maintain her isolation/integrity at all
costs; the "teacher" uses any means (physical, verbal)
to open the child up and have her respond. After a
time the individuals talk about their experiences,--for
the "child" what the "teacher" did that did or didonot
work, for the "teacher" what she instinctively tried
first, how they both felt about the experience. Then,
the roles can be reversed.

Many other exercises exist that help teachers identify feelings in

themselves and otheh.s.5 In addition, simulation of the labeling/

segregated experience can be designed. We gave our teachers a content

test on special edudation; scored'them, and divided the group according

to those who had done well and those who had not (as if this were an IQ

test). Those who did less well were physically segregated; not allowed

interaction with others, given more "structure" and remedial work. As

this experiment wore on an hour, the teachers designated as "EMR" responded

vividly and emotionally to the. experience.

Discussions of teachers' own experiences in school (th6 best, the

worst, when they felt different from others) can retrieve for them their

of childhood and help them identify with children. Often art
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. materials can be utilized as a means of expression and as a basis for

discussion.' For example, *vide a variety of art supplies and ask each

teacher,. to represent with 'them a timeline of memorable school experiences,

or an incident or time in school in which he or she felt isolated or

deviant.,Then,the teachers can talk in pairs or in small groups about

the representations. All of these active experiences are designed t*6-

help teachers explore their own feelings and empathize with those of

children.

Talking with children (and adults) who have been labeled and segre-

gated can also give a teacher insight into the effects of labeling on a'

child's self-concept. At Syracuse we have interviewed a number of

excluded children and youth about their experiences, and they are very'

articulate. One excluded 14-year-old youth who joined our program said,

used to think I was completeily messed up. . .and nobody
liked me or wanted me. Now. . .[I see], there are lots of
people hurting, and I guess that makeS me feel better.
That way, I'm not. . .different.

The Institutional Press

topic--the institutional press- -is designed to acquaint teachers

with the effects of the school as an institution on children and to increase

their awareness of the pftssures on the child's lit ()Aside of school

(neighborhood, court, agencies, home). With reference to schools, teachers

should become familiar with research and opinions on spccial classes for

retarded and disturbed children, as well as the legal'aspects of special

education (the processes of exclusion used by the local schools, and the

rights of children and parents).6 Many studies have beek published in recent

years evaluating the effects of special classes on the achievement and self-

concepts of the children in them.
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In addition to reading about special classes, we have encouraged

teachers to observe a variety of special education placements (residen-

tial settings, special cldsses, resource programs, etc.) and, if possible,

to follow through on a case in which a child is referred, tested, labeled,
6

and placed, so the teacher can see the process for herself. Then, the

T.

wide range of children in a special class and the sometir :1sual label-

ing and placing process will be apparent.

A school pkychologist reported that she had been called to reevaluate

a child who had been in an Ei4R class for two years; the current teacher

felt that the child was very bright. Checking past records, the psYcholo--

gist discovered that at the timerthe boy tested below'75 and was placed in

a special class, his records showed that he was reading three grades above

his grade level! Teachers should be aware of the content of tests, their

inaccuracies and biases and the situational factors that affect test per-

formance. Rather than accepting the labels previously-placed on-a Child,

kk;teacher should leok al.the child individually and do her own diagnostic

'evaluation. A high number of children placed in special classes are members

of minority groups, which also should raise many queStion,. for those who put

them there.

Teachers and parents should be awareof the legal rights. that children

have in each particular state.: Some advocacy organizations have been pub-

licizing steps parents may take to be sure the best possible placement is

guaranteed their child and, also, serving as legal advisors for parents

whb wish to challenge institutional responses to their child.?

in addition to intormation about school procedures and 'children's

rights, teachers .could find it valuable to be aware of aspects of a child's

life besides school. This means contact with parents and home visits; it
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means gaining .a sense of the neighborhood in which the child lives. Con-

sider spending a day at Family Court, at the welfare office, or in a

neighborhood legal service. An effort to understand the child's home and

neighborhood life is particularly important when there are cultural dif-

ferences between the teacher and the child.

Awareness and Use of Community Resources

Relate to a teacher's understanding of tha press of institutions on

the child is his/her awareness and use of community resources for aiding,

the child. Our group of teachers divided up the programs available in

the city, called or visited, and cams back together to pool the infor-

mation (services offered, to whom).* School ,systems have a number of

services (homebound tutors, aides, resource teachers; social workers)

that can aid children and teachers in need. Other groups we have found'

helpful are neighborhood legal services, alternative schools, spScial

clinics operated by universities and hoipitals, neighborhOod recreation

programs, university and city volunteer centers.

We have met a number of teachers in schools around the city who hove

been responiive to children with special needs.' For teachers, partici-

pating tog `her on a case conference can be helpful it learning problem-

solving skills to aid a difficult child and his teacher. Often, a respon-

sive program means increasing the number of adults in the classroom.

Skills with Adults

For a teacher to be an advocate for a child, she must have skills

with adults--to gain support, to help other teachers, administrators,

parents, agency workers. Practice in some of these skills--including

active listening,.- -joint problem-solving, giving feedback, sharing skills
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and resources--can be gained through exercises such as those suggested

in Thomas Gordon's Parent Effectiveness Training, or literature pro-

duced by sensitivity training organizations. 8 According to Carl Rogerg,

a person' needs to convey empathy, acceptance, and authenticity, in order

to be a helping agent to another. Definitions of help and support, also,

vary with individuals; 'the Educational Testing Service study 9 by Amarel,

Bussis ;d Chittenden (interviewing achers regarding support) lists

the following behaviors that teachers felt were supportive:

problem-solving
demonstrating
stimulating
respecting individuality
providing alternatives
explaining

modeling
observing and discussing
provoking
challenging
administrating
helping as extension of teacher

,

These excerpts from the diary of one of our trainees gives some

examples of responding toa teacher in the interests of a child;, in

this case, the trainee was attempting to qngthen the hours in class df

a child who had been excluded a half day. ( y May the child was in

school full-time.)

"Every other Tuesday I'm having conferences with L's
teacher. It feels good to me to:have a regular tfP1 for '

us to talk. . .This week I was quite pleased with all Mr.
M. (the teacher) said. He really feels R. is doing
better--more\ooperative and more willing to try.

Mr. M. is also trying really hard. As of next week R.
will be staying until 11:30, will have lunch with Mr. M.
and they will talk.together for that hour on Tuesdays P.nd

' Wednesdays when I don't wgrk with R. R. also mentioned
to me this new plan and feels quite good about it.

We did some brainstorming together about R.'s working with
other children. Mr. M. came to the conclusion that per-
haps R. can work only with children whom he doesn't feel
a're more capable than fig, because in different situations
he chooses different children to...work with. He is going
to test that out.

We talked about R.'s leaving at 11 making it impossible
for him to have free play outside with the children in
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his class.

I feel really good about him, because he is trying, being
fair,and realizes that R. needs success. I think he also
tries to be consistent. At the end of our talk he said,
"maybe together we can do something."

As I was leaving the school, I stopped in to see the prin -

)

cipal. I invited him to attend some of cur chats together.
He was a bit panicked thinking that I wo ld be dropping R.

hat the end of the semester. I assured imj wouldn't. He
said as I left, "We're glad you're here." lu

Teachers also need similar skills with parents--to enlist their help

In the advocacy of their childL Parehts can be educated to their rights

and the right to education of their child. Most parents, particularly

lowlincome families, feel\uncomfortable with schoo31 and teachers, and

' often it is the teacher who must initiate involvement in school. The

tea:...er of tht special class.of EMR children-(whose classroom is described

in a later section of this paper) started a par:ents' group that met

monthly for social and educational activities (school psychologist spoke,

etc.); this group was very supportive of the teacher in her attempts to

get the best for the children (to the point of calling the principal to ask

why the class couldn't get wore materials, and why the principal was harrassing

this teacher). The teacher also had a parents' visitation week when she helped

both mothers and . athers arrange a day's visit to the class.

Parents, especially parents of children with special needs, often

feel lonely, angry, and upset about themselves and their child, and they

have no norms`-for how others feel with their children. Someone talking

1
with them sympathetically can be very important. A young teacher describes

a conversation st; had with parents of a previously suicidal 13-year-old

girl, with Whom she was.very close:

.I sat and talked with the K.'s for hours--first they
told me J.'s history, saying "we are dealing with a
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very disturbed child here" and "she just might try
something while with you" and "we just wanted to
make you aware of, the responsibility you've taken
on." I found myself defensive at first, but I
tried to be open and honest . . . They told me of
their relationship with J. and I talked:of mine.
They are very, very concerned and worried--yet they
hold back . . . I could see in them that they were
themselves really scared, and I let them know I
understood that, that I saw they loved her, but
I also know it would,be hard for her to see and I
told therh that. I told_them some of the things J.
had told me. . . I told them some thingg-about me,
such as my not getting along with my parents and
hating my mother . . .'and I talked about how I've
Ape a lom; way in explaining my feeling's towards

$-Ther and understanding her so I can,see her point,
but really feel for mell(and J.) . . : Anyway, when
we were done, I felt so relieved and happy that we
had talked. I felt sad to think thatypeople like
the K.$4 can't show their'. affection for they daughter
and remain . . t aloof, poisdd, behind littAe gla5$
walls. I feel so much of that from my parents. 11

The previous.pages are an attempt to describe a training model for

the teacher as an advocate for children with special needs. This kind

of advocacy involves dealing with childreA's needs both in and outside
11,

the classroom.

In the following sec,tion,we utilizekhe'example of one morning in

one classroom to;show low a more open approach within the school can allow

a teacher to respond effectively to children with-a wide range of needs.

The materials on open education have mushroomed in the past few years;

these include references on British infant school approaches, open class-

rooms, and free schools. Due to space limitations in this chapter, we
40.

are unable to describe training practices for openness,
12

but we will

attempt to convey how we see openness as an aid to integration of speCial

children and a correlate of the teacher as advocate.

One Example of an Open Classroom with. Educable Retarded

A graduate of our preparation program taught a group of 15 primary

level children labeled "educable retarded",in 'a public program. These.
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children eghibited 'a wide range of difficulties--physical (speech;

hearing),-learning, and emotional_., As part of her'program the children

were each assigned to a homeroom and reported to it first in the morning.

AS a beginning way to make a child feel part of the school this can be

useful. Once with this teacher, a number of the children spent various

amounts of time in other rooms' for different activities.

The following is a description of the activities engaged in by

this teacher and the children during one morning. Embedded within this

4ical" morning aresa number of characteristics we have come to asso-.

ciate with open education. These will be discussed following this destrip-

tion of the morning.

The room is large and bright, divided into areas by
movable'partitions,. There is a wide. range of-materials.
around the room: maybe 50 Easy-to-Read books,.A lot of
magazines, records, manipulative things (blocks,
puzzles, Lincoln Logs, some toys), art supplies, film
strips and machine, tape recorder, games, puppet stage,
etc. There were teacher -made materials (mostly phonics
and math) and a lot of child posters and books and art--
products on -the walls. In general, the content repre-,
sented a wide range of approaches- -from basal series and
dittos to Viildren's paperbacks and games. The "rules"--
on the wall were the following:

No shouting; no running.
Pick up after playing.
Stay out of other's desks..
Remember we all have feeT,Ings,

8:30 Children come in. Teacher asks them to go to
homerooms. One child stays. Other children,
say, "It isn'tfair." Teacher says, "Do you
'know why she stays? Because she gets afraid ,"
of other 4ildren. You have friends in your,
homeroom." Child, "She doesn't have friends?"
"No.". Children leave.

8:40 Children come back in. They find their desks.
The teacher says they will rearrange them when
all the children are here. Teacher, "You can
have free time." Child says, "No, let's do
work now." This child has a cleft palate and is
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hard to understand. Teacher says "It helps if
you show.jne when I. can't understand." He says, )
"OK" and shows her. Other childred:also tell

3
her what he's saying.

Child takes'Ien selecting and putting day's
words.on board: house, people, ape, clothes,
ABC's, colors, dwarf, bear. Children all doi
different things--blocks, copying words, lots
talking-most of them.

0 One child crying. Teacher says, "What's the ,\,

matter?° Child'next to the crying child echoes,,.
"What's the matter?" Another child says, "He's'
alWays crying. He gets mad when . . .4

. A. asks teacher about meeting with her mother.
Teacher says her mother said A. could dress'her-

. self now.

8:50 Teacher meets at Small table behind screen with
two children. Three others come over. A high
school student comes in. Child says to me :

(observer); "Meet her. She helps me with my
work." She (high school student) sits and works
with the child. Children work; they are 'copying
wordsfrom'the'board, reading, or playing games.
Teacher works alone with a child doing math.
Teacher, talks with children about physical hurts,
wipes noses, etc.; they come over to her while
she is "tutoring."

9:00 Another child comes in. She begins looking at a
book and reading.

9:10 Two children leave to go to another room.

9:12 Another child comes in. Teacher talks, with four
children regarding schedule--who'goes where when.
High school student playing math'card game with G.
Teacher says, "G. is going to finish this game
and then he's going to do some work for me. Right,

G.?" Two other children doing writing less.n and
math papers--a ,lot of talking and walking: Teacher
gets out a cord; several children ask her whose
it is. says, ''It's mine. thought it was my L

turn, ring one in." One chi &asks if it is the
tea' er's record or her husban s. She says it
b ongs to them both.. She had written words to
ong on big paper. One child turns pages. Three
children stand in front and sing "Moonshadow."
Obviously, had done this before. A. and G. sing,
A. dances. "Play it again." She does.
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9:20 Several children. focus on the clock, checking.when to
go to other rooms. Teacher sits with the high school
stbdent, G. working on math; she holds G. on her lap.
Child asks, "When are we going to play the game?",
Teacher', "About five minutes."

1

9:25 Teacher sets up game (all children sitting with her
except J. who is looking at a book and says no When
de teacher goes over to invite him).

Teacher: "It's a gu4ssing game." (She had, put a
number of items in a cloth bag). "Why can' u tell
What's in the bag? . . What's another way you could
find out what's there without seeing it?"

Children seem very-involved and take turns feeling
objects in the bag. Teacher asks J. again if hp wants,
to play.

9:33 Two children leave, Teacher says; "Bye, see you' later"
and continues game with others--"Look at what is there.
Try"to remember which ones I removed'"

9:40 comes to talk to me (observer). 'Childeen.
'finish' gam e\ and come over. TeaCher asks some children
to finish their work. Child helps put away blocks
without being asked. Teacher says 'tp A., "Maybe you
could help, too." G. tries to usa 4.'S mirror; J.
takes 1t bad. Teacher says to G.i "You can use mine.
That's J:sand she doesn't want you to use it." G.

leaves and forgets it; he asks me to brush his hair.
A. asks teacher to play cards. Two chilciren,playing
ball; 0, playing cards with A.;.-a. reading; B, play-
ing math matching game that teacher made; twc chiles
dren doing puzzles alone.

Teacher says,,"0., Miss doesn't like to see balls
in the school 6uilding We'll both get into trouble.
Now about getting out the bowling pins?" lie just says,

"A14" and plays' with small ball. Teacher says, "OK,-
put,the 6all in yotir locker, D."

A. brought. in Richard Scarry!s nest 'Storvbooks. ,New
high school student comes in. Teacher getS chil-
dren together, reads story. Children still active.
Teacher walks, reading, Asks T. not to bang. (Two
children hive hiding places n cabinets covered by
posters--they are in and out of hiding place.) Teacher
involves G., who is hidinga d'making noise, by asking
him to roar for the lion in e,book. She 'say's, "G.

has the bast roar!" After that, G. comes out and sits
so he can see book.
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A. says, "I wish.you wouldn't /read any more." Teacher
says, "You don't like me to dead your book."

Teacher announces, "Five more inUtes and we'll have a
snack."

p. comes over an4emitate the teacher, asking me
(observer) to play "What's in the Bag?" 4

Two children ask the teacher tottead them a book
about baseball. She sits with- em and reads.

10:00 Snack; Some children have broug heir own and
teacher has graham crackers for other

Recess. Teacher says children can go oot but don't
have-to. Most children decide to stay inside withAhe
high school student. The teacher and I get a cup of
tea and come back to the room; the children stand or
sit near us; talking.

10:15 School bell. Teacher ets small group together to do
the Talking Alphabet; he puts the record pn and the
three 4r sit the high school student and do

A it.

Teacher then gets three girls and plays a phonics game
with them (she had made the game):

,..

.

.

Teacher, "D., eit er you sit with us or go back to
what you Were dot g and not interrupt."

10:34 Teacher goes tothe hoard and shows six children how
to play tic-tack-toe by playing it with B. "Do you
understand? No?. Let's try it again." Several

children then play, together at the board..

D. asks again about moving the desks; wants it "like
the beginning of the year." Teacher says, "Let's
snake a map of how it was then." She gets ailarge sheet

paper.

S. asks teacher for time with N., the second Nigh school
student. The teacher says, "A. has special time with her,
but ma/be A. could share? "A. "No!" Teacher, "It's hrd to
share someone "yo" like so much."

10:45 N., high school student, arrives. eacher says, "N.,
we have aproblem," regarding A.'s o cern. Some*
this was resolved and N. made pupp is with three girls.
Teacher A., "when we do things to ether, we can't
always have them just the way we want theh."

#0:50 Children positioning their desk preferences on m4 of
the room.

11:00 Teacher'asks children to clean up and get, ready to see
Electric Company on TV. (Three children are making
puppets, J. playing With magnets.) Two children are
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pretending to fight. Teacher, "G. and J., that
doesn't look very good. Stop." Twochildren leave
to help the gym teacher.

. 1

11:08 J. watching Family Affair (TV). Fouchildren making
, puppets. One child playing with blocks. I (observer)

Li talk to two boys. Teacher does a puzzle with G.

11:20 M. going to Maine. Teacher gets maps for him. J.

wants to put thread around room. Teacher says,' "You
knovpwhy you can't do that, because it is so thin
that someone could run into At and not see and hurt
themselves." We. talk a ,little. Teacher says to some
children, "I:11'put these dittos out after lunch and
you can take what yoa'-want." J., "Can I take one
now ?" "Of course." Teacher sees,G. reading a book
amd goes over and talks with him about it.

11:30 Lunch. First Children go. B. calls' lunch roll. G.

broughtin news clipping. Teacher reads it to him.
Then we go to lunch. (Teacher has half-hour).

Teacher Comments:

In response to questions, the teacher of this classroom said:

I wouldAescribe the children's behavior as approximating
normal children except that they are immature, development-
ally behind others of their chronological'; age . My
generol goal, for the claSsroom was to probe that these chi'k
dren are just as.capoble as other children in terms of day-to-
day functioning...). I-felt the children we're' expected not tri do

much of anything and-they would welcome the chance to be like
others . . I felt the children needed to have as much to
say about their class as I did and other people',did.,.

Observer Comments :,

felt'that there was a great deal of room for Children to
initiate activities for themselves and with others (including
the teacher). A_ nurriber of the children asked the teacher
(and,high school students) to do specific things with them
(read, 'play card game, 'itC,),90 percent of the time was open for
children tomake choicbt about what thdy wanted to do. Uften,
the, teacher made a suggestion or initiatedsome kind of con-
tent, but the children could take it or leave it. Children
initiated much of the content of the day--for individuals.and
to a lesser extent for the group (map of room).

There is a kind of teacher-established routine, although it
didn't seem arbitrary; everything flowed. If the teacher
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hadn't shown me the, schedule, I don't know that I would
have thouOt of it as a schedule.

The group experiences were more teacher-directed,
although in all cases the children were very active (What's
in the Bag, Show and Tell). Children talked much more than
the teacher did. She initiated one-to-one things with kids,
often around skills. Children seemed to enjoy it.

I saw no negative/overtly resistive interactions regarding
content. If they didn't want to participate, teacher left
them alone, although she did extend invitation three times.

The children seemed to respond favorably to routine, were
eager to "work" this morning. While the room and its con-
tents reflected a concern with skills, the feeling was ,

certainly not one of someth:ng being forced down the
children's throats. They'seemed to see the skill things
(the easier things anyway) as play.

Feelings were mentioned a lot by both children and teacher.
One rule on wall stated: "We've all got feelings!" Teacher
seemed to convey an attitude of acceptance. I can't remem-
ber her using the terms "good-bad." She recognized chil-

dren a lot, tried to include everybody, said goodbye and
hello as each child came and went in the room. She just
didn't seem judgmental to me.

A lot of transitions with children in and out, and they
seemed to handle it well. ,Teacher gave a lot of time
notices, warnings: "in five minutes we'll do this;, in five
minutes G. has to go to gym." I felt good there. Children
seemed happy. The room was noisy, busy and active. Chil-
dren seemed to feel good about each other and about the

teacher.

The above-excerpt highlights a variety of teacher behaviors that

aid children with special needs'and which are often seen in open class-

rooms. For example, a set of these behaviors has to do with the nature

of the interpersonal contacts between teacher and child. This particular

teacher tended to ask children question, note of a rhetorical nature,

but having to do with information-seeking and fostering inquiry.

Example: in the incident in which the teacher allows one
child to remain in her room while she asks others
to check into their homerooms, some children
objected to 6ne child slving.. She responded by
asking; "Do you know why she stays?" ,And then
she offered an explanation.
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It is of interest to note that her explanation is not of a

bureaucratic nature, but deals frankly with the child's feelings,,.helping

the others to emphathrhe with this one child. The development of a

classroom climate which fosters caring of one child for another and

facilitates empathic reactions is a vital focus and,has great implica-

tions for those teachers and children involved in mainstreaming activi-

ties. It is of importahce, because in regular classrooms we are frequently

dealing with attitudes and concerns that childre (and teachers) may have

about each other. Frankness, openness, and more importantly a process

or responding to these concerns necessary. For this teacher, the

rocess is spending a good portion of her time talking with children.

Her-conversations with the children had many purposes. For,
1

example,

she would help children define the use of their time (taljcipg with four

children regarding their schedule); or asking for clarification so she can

understand them ("It helps if you show me when I can't understand"); or

encouraging children to assist each other ("Maybe you could Kelp").
Orex,

A second category of her responses has to do with the interaction

of the child, teacher, and curriculum materials. For example, late in

the morning she made contact with one child, who was goin5ito Maine with

hi family. She located some maps for him. A reading of the morning

activities points up the great range of interpersonal, as well as

curriculum, encounters between teacher and child.

A third aspect has to do with the use of human resources in the
t,

classroom. This teacher and many others involved in open education value

the utilization of other'chiTdren in the classroom as helpers of their

4 peers. This notion of children helping other children has greatpoten-

tial value in integrated classrooms.
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S.

Thoseeducator adhering to an open education approach for respond-

ing to.the needs o children with special needs tend to believe in the

potential for growth within each child. We are attempting to

challenge a lot of assumptians about the needs of handicapped children

and the conditions most facilitative for their learning.'

The following table highlights several of the arguments for main-

streaming of handicapped children and the open education response.

TABLE 1

Arguments for Mainstreaming

Greater opportunity for diag-
nostic teaching

Availability of more appropriate
role models

Opportunity for focusing on
affective and cognitive
development

Development of skills in group
living and learning

Elimination of destructive
'effects of labeling on
self-concept

Open Education Response

Child is involved in a variety
of interpersonal'and'academic,,
encounters; this means a wide
range of diagnostic oppor-
tunities as well as interven-
tions

Extensive contact with other .

children; children helping
other children

Belief in responding equally to
the feelings and learning needs
of children.

Emphasis on group development,
and the fostering of a learning
compunity

Ail children seen as having

idiosyncratic needs and learning
mwing to own interests and

'.pace

What Teachers Can Do Towards Mainstreaming Children with Special Needs

Drawing on the experiences of teachers with whom'we have worked, we.

Would like to describe some ways regular class teachers, and special class

teachers can advocate for children with special needs, both in and outside!

of their classrooms and can thereby involve these children more in the
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mainstream of educatiori.

Regular class teachers can have children with special needs in their'

class, and there are many things a teacher can do to make' this easier:

Indivirlualized instruction and open education approaches, wher
chilOren can work at their own pace on various levels. This means
the provisioning of a rich environment (Often with free materials),
so that a.range of rstyles (concrete and abstract, auditory versus
visual)can be accommodated and the children's choice of activi-
ties can be seen as diagnostic.

Group activities in which all children can participate.

Provide many humah resources in the classroom from parents, high
school students, college students, volunteers from the local vol-
unteer center, to.aflow more individual attention to children;
this may include teaching children to teach other children.

Teach values and helping skills as part of the'curriculum to help
,children care about each other.and respond to others in need.

`Be a diagnostician in terms of consciously problem-solving about
ways to preveht children's needs from being-diSruptiveto the

.

group and, also, about ways to meet those needs. Often, diagnos-
tic work means assessing physical bases for learning or behavioral

. problems, as well as looking at the contribution of the particu-
lar situation (classroom, teacher) to that probleM.- A teacher
may need to be attuned to the symptoms of vision and hearing

development, the,nuances of low self-
. concept and o motivation, group dynamics, authority issues,

etc., as wel as traditional methods of teaching phonics or math
skills. In open settings, what the child chooses to do with the
materials he interacts with are seen as diagqostic of his needs and
skills.

Be flexible and be a problem-solver. Working with any group of
children, but especially a group with a wide rage of skills and
interests, means that a teacher cannot expect to find a single
process that solves all problems. Expect that through the year
much will change and all a teacher can do is to try various pro-
cedures to deal with issues as they come up. A teacher dis-
turbed children describes the process focus:

Well, I never really looked for a consistency too much
(In what happened between myself and the kids.c 1 guess

it goes back again to the relationships I thought I had

with them. I thought we really had strong relationships,
-and that if there was a consistency,,it was a consistency
of maybe sometimes not being consistent. Does that make
sense? That the kids really knew me and I really knew
them, and we learned together that there was no right way
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that would always work indifferent situations. For .

example, just the physical environment of our class-
room wps constantly changing, the learning needs of
the kids were constantly changing. My teaching needs
were constantly changing--and that was OK:

Seek support arid help when you feel the need from other teachers

*Vs
and services in the 'school.. Often, the "closed door" syrome
in schools is perpetuated because no one initiates interac ions
Many teachers are lonely and unsure of themselves, but areafraid
to show it, thereby "losing the chance to make contact with others
who feel the same. (See Knoblock and Goldstein, The Lonely
Teacher.)

Give support and help to others.. (lifer it; many times a teacher
just needs a sympathetic ear--and some day she may do the same
for you. Attempt to work With other teachers--responding to?their
children, Olanning joint activities, etc. -An example: in one
school the male "Social-Studies" teacher. took over _the reading
instruction of a hyperactive boy with perceptual difficulties.
The boy seeme0 particularly drawn_to the, m411 and was net respond-
ing well to His female reading teacher; the reading teacher pre-
-pared many of.the materials and "lessons" and the social studies
teachWcarried them out.

Maintain communication with parents._ Visits to parents and
encouragement of parents to come into the'classroom can strengthen
the understanding between home and school--so both teacher.and
parent can advocate for the child. For example, a resource
teacher visited the home ore six-year-old child,-whose regular
teacher had requested his exclusion. In talking with the parents;
she discovered that the child had beeri on phenobarbital since he
was 18- months -old, without ever-having been reevaluated. She

arranged with the mother for a doctor's visit and succeeded in
postponing tee suspension hearing,until the results of the exam
were in. The doctor reported that the drug could have been a
factor in the boy's disruptive behavior, and they are now grad-
ually withdrawing him from his-dosage. ApparentlY, his behavior in
the classroom is "improving."

Special ClasstTeachers

Many of the suggestions above are applicable,to special-Class

teachers.as well. 1n addition, we encourage special class teachers to p'

integrate their children as much as pOssible into "regular" situations.

Tills may ttially involve only socializing activities--parties, films,

etc.,-Xich the special class teacher may have to initiate. Special

class children can also share homeroom, gym, lunch, art, shop, music, and
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playground activities with regUlar classes. Teachers may need help

with children who need skills for these settings. One teacher described

using M&M's to teach a child diagnosed as autisti6 to shoot baskets on

theplaygrOund; previously, he had stayed by himself in the corner,

never interacting with others, but as he learned to enjoy playing basket-
:

ball, more children weld :Interact with him and he had an activity to

join'in. In one junior high.the one EMR class had high prestige, because

they had won all the intramural sports tournaments with the "regular"

7th grade classes; these youths felt proud of themselves as a group.

Children can also be integrated into regular classes for academic

content as it is appropriate. Many special class teachers send their

childr'en to other classrooms to be part of reading groups or math,
4

classes at their level. The children feel better about themselves'and can

be on their way to being integrated full-timeinto regular classes. Often,

other teachers are wiii'i'rig to respond to 'the nteds of,children, especially

if a trade-off of services is made. For example, one teacher of a pri-

mary clatS of "disturbed" children, whose specialty was language arts
11

instruction, taught a daily reading group for the first grade teacher

across the hall, who, in return, took some of the children from the

special class part-time; this served to "normalize" the specialeducation

classroom for part of the morning and, also, partially integrated the

children in "regular" ,classes. In an elementary school where Friday

afternoons were devoted to "mini-courses," a teacher of a primary EMR

class (our case study in this chapter)°chose to teach courses (cooking,

candle-making) in which some of her children could participate with the

children from regular classrooms.
.-)

In addition to trading services, a special class teacher is often
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in a potition to help other teachers deal with children with learn-

ing and behavior problems--if she feels good enough about herself'to

d(2. so!"

Resource Teachers and Crisis Intet:vention Teachers are two newer

roles which can be of great value in mainstreaming children. These

roles can be defined as child-advocates and advocate/helpers for teachers

at well. Many of the behaviors mentioned above are,appliable to these

roles.

The eventual goal of these attempts by special/ class teachers is,

of course, to fully integrate children; so that there are no longer

special classes and segregation of children with special needs. This

focus on helping children function in different, settings and helping

teachers widen the range of behavior with which they feel comfortable

dealing is, in fact, the advocacy, role of a teacher. We feel particularly

strongly that special class teachers shoutid exert a great effort towards

changing the future of the children in their class--doing whatever is

possible to unlabel them and get them intb the mainstream of education.'

Teachers have the opportunity to be influential in case conferences and

school legal hearings,'as well as in other aspects of child's lift.

Summary

This paper has discussed the mainstreaming of children with srecial

needs via the utilization of open'education approaches within the class-

room. In addition, we have defined u training process to enhance the

ability of teachers to 4come advocates for their children, within the

classroom:the school, and the comounity.
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FOOTNOTES

1. "Preparing Psychoeducators for Inner City Teaching," BEH Contract
#0EG-0-71-3676 (60), see Project Reports 1971-72, 1972-73 by,
Knoblock, Barnes, and Eyman; 1973-74 (in progress) by Knoblock,
Barnes, Apter, and Taylor:

,

2. Ullman and,Krasner, A Psyc logical Approach to Abnormal Behavior,

Englewood Cliffs, N.J.: P entice -Hall, Inc. 1969, p. 21.

3. Taped Interview Martin Henley, February 1973.

4. See Simon et al.,,Values Clarification and Raths et ,A1., Values

in Teaching.

5. 'See The Metaphor Tesl in Dav The Communication Emotional

110.aning:4Y MetaPhOr, p. 169-1 1. Also, see chapters in Greer and
Rubenstein, Will the Real Teap er Please Stand Up? and.exercises
from Pfeifer and Jones, A Handbook oStructured Experiences for
Human Relations Training.

6. An excellent discussion of the issues involved in the exclusion
process is The Way We Go'to School, The Exclusion of. Children in

Boston, A Report by the Task Force on Children Out of School,
Beacon Press, Boston. The Council for Children with Behavioral
Disorders (a division of CEC).has also published a small monograph on
school excltsion.

7. Examples of these kinds of organiiations are the Youth-Law Center
(located in San Francisco), whose staff is among other things using
legal means to change institutions for. delinquents in some states,
and the Center on Human Policy (Syracuse University), staffed by
lawyers and others who contact parents of special children and aid
them in gettidg the state-guaranteed education for their children,
including institutionalized children and deaf and otherwise dis -.

abled children. The ACLU in New York State has also published 6
booklet entitled Students' Ri hts in New York State Public Schools,
which states rights a c as or sc oo tng ani t e ue procesr,

allowed him.
.

.

8. The NTL Institute for Applied Behavioral Science, 1201 16th St., N.N.,
Washington, D.C. 20036, has produced many ideas for the active
If:arning of interpersonal skills. Exercises can also be derived from
the volumes of the Handbook of Structured Experiences for Human
Relations Training.75T. , sy e er anTJones.

9. "Teacher Pergpective On Changes to an Open Approach" by Amarel,
Busis, Chittenden, Educational Testing Service. Presented at ,

American Educational Research Association, New Orleans, March 1, 1973.

10, Diary, Trainee,,"Preparing Psycho-educators for Inner City Teaching."
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11. Diary, Teacher at and "integrated" alternative school.

12. The reader. can seek out the following diScussions as exampl %s, of 1

different training models (preservice, inservice) for more open
teaching:

0

Bussis and Chittenden, Analysis of an Approach,to Open Education.
Princeton, N.J.: Educational Testing Service, !IWO. (Analysis
of EDC Advisory approach.)

Dorn and Weber, "The Summer Institute As A Workshop Prototype,'
in, Notes From the WorkshatSenter for Open Education. October
1972, 6 Shepard Hall, City Co ege, Convent Ave. and 140th St.,
N.Y., N.Y., 10031.
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A Primer in Humanistic Education, Pacific Nli-sade§, California:
N\\\Goodyear Publishing Co., Inc., 1970. (The book itself is a.train-
ing sourcel)

, ,

Knoblock, Barnes, and Eyman, Preparing Psycho-educators for Inner
City Teaching. Syracuse University: Final Report for I:66E, Bureau
of Education for the Handicapped, 1972. (In press, 1973)
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Charles Merril , 97 Especially Chapters-.3 and 6.)

Marshall, S., Adventure in Creative Education. London: Pergamon
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N: Bennington, Vt., February 1973. (Description of teacher-training
and administrative training program for Antioch Graduate School.)

Rogers, C., Freedom ,tai Learn. -Columbus, Ohio: Charles Merrill,
1969. (Many JEWEers arCapplicable, but particularly Chapters 8,
9, and 15.)

Rosenblum, M., Ilielpsier. U.S. Office of Education,
Report on Contract #0EC-1-7-062805-3963.

Thackray, Chdhry, and Grine, Open Door.\ New York, N.Y.: Center
for Urban Education, 105 Madison Ave., 1971. (Cites other references
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-

U.S. Dept. of Health, Lducation'and Welfare, Model Programs,
Philadelphia Teacher Center. U.S. Government Vi9ifang ace,
Catalog #HE5-220:20163.

Yeomans, E., The Wellsprings of Teaching. Boston: National
Association of Independent Schools, T90,
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described in Knoblock and Goldstein, The Lonely Teacher.
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\OVOCACY° PROGRAMS

Child advocacy programs take as many forms as the varieties' of schools

in which they occur. The four examples presented hero range across the country -

California, Washington, North Carolina, and Colorado - and describe programs
#

ranging in size from several hundred adults and several thousand children in

North Carolina, to three to chers and)100 children in. tuba City, California. The

philosophical base of these ograms is the belief that the quality of the learning

that takes place in a school determined by the quality of the interactions

between all the people who spe d their time in that school,

Informal, child-centered classrooms at kindergarten and primary levels

can fulfill the purposes of special education even before rmal psychological

diagnoses about the stature of the handicap and prescripts h s for treatment are

made. The classroom teacber:s customary attentiveness to the differences among

all children tends to,spotlight learnin4 problems and emotional disturbance% very

early in the child's schooling, and corrective action frequently can be taken

earlier than would be possible in traditional settings. The Kindergarten/Early

Childhood Education,program in North Carolina capitalizes on this advantage of'the

informal classroom, and considers mainstreaming of handicapped children hlegral

to its whole approach. The programs first priority is retraining teachers to per-
t

ceive themselves and their students in new ways - all of them learners who wi41

benefit from an exchange of ideas and support - all of them unique individuals whose .

special,needs are special and valid. Theirsemphasis is on personalized instruction and

acceptance of individual differences by a teacher who Works as a,facilitatoe and

organizes the classroom environment around resource centers. Multi -ages grOuOing,

parent participation, and racially integrated classrooms are other emphases.
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At Steamboat Springs, Colorado, the discovery of the individual child's

learning strategies, and a team effort directed at reinforcing these strengths,

are the focal points of the Child Study Center's approach to advocacy. An

itinerant team and alschool-based specialist offer expertise to aid the classroom

teacher in maintaining the exceptional child in the classroom. It is assumed that

all children can find a level at.which they can Succeed., and it is the job of the

adults in the school to establish. environments for the child to experience successful

learning. A Learning AnalysAPlan details the specific objectives for each child's

0
educational arowth, and periodic evaluations of the child's progress are made. The

role delinektions of the itinerant team are clear, but the objective IS to 'provide-

the classroom- teacher with whatever is necessary to mainstream the handicapped. child.

ThuS a combinUion of skills operate in concert for the ultimate-benefit of the'child.

The mainstreaming program for the middle grades (4-6) at the Bridge Elementary.

School in Yuba City, California, is no longer oArative as a, result of a decrease

in the number'of handicapped children in the district. ironically, the successful

mainstreaming of 14 students from-Bridge Street to the junior high schoof in 1973

j. resulted in the closiq of the program, since not enough middle-grade educable ,re-

tarded students were lift in the district to fill up the two self-contained class-
.,

rooms for special studen4 that the district maintains in Another school, and still,

continue the project at Bridge Street. While in existence,'the project exemplified

'how much Uccesslul Innovation a completely teacher-generated program can accomplish.

The Bridge Street began mainstreaming when they decided that the
v. (

isolation of exceptional children reinforced those childrens'negative behavior and

did not allow for.the modeling environment necessary for kocial and academic growth.

They integrated18 EMR children with three classes of.nonhandicapped children: Their

Focus was on the improvement of self-concept, individualized'instruction, and in-

, creased acceptance of differences amon9 all children. The teachers managed their
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classrooms so that the children were largely self-directed. With practically

no money to speak ofebut almost limitless energy, flexibility, and dommitAent

to change, the Bridge Street teachers put a mainstreaming program together, which

worked so successfully, that it is hoped their experience will be.translatable

to other situations, and is presented herein for that reason.

The Franklin Pierce School District mainstreaming project in Tacoma,

Washington, while not closing, is currently undergoing a major change of, emphasis,

even though-no one connected with the program has expressed dissatisfaction with t

its achievements. The original model was preventive as we'll as remedial; no labels

were applied to any children and, consequently, all children were eligible for

special services as the need arose. However, recently revised state regulations

will no longer allow money earmarked for handicapped children to be spent on any

but those who have been so labeled and identified. Additionally, recent demands

from, the state for more precise evaluation data have caused the districtadmin-

istrations to recommend the use of techniques that will provide more quantifiable

data. It is noteworthy that this program, like Yuba City's, although successful.ln

terms of accomplishing its objectives, must change some of its methods to comply

with district and state -wide directives. 4
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Incluslon of all. children withrespect for their' unique learning styles and
abilities is, the message in an early childhood program aimed at reinforcing young
childreno' natural motivation to learn. In 1969 a state-supported kindergarten
program ous initiated that aimed at providing Child-centered, integrated-day
clasiftomo for children in kindergarten throudh third grade. Patterned.aAer the
Britioh infant schools approach, the educational leaders at the North Carolina
State Departmbnt of Public.Instruction engaged a number of consultants. from Britain
to aid in the developmentof a primary program that encbles teachers to expbrienge

.rthemsJlves as learners, and children to develop the.skills, attitudes and
knowledge to bscoime'life.-long learners, . Summer institutes each'year.develop new
skills and oonfiffence in leachero, prineipals, and supervisortr, and provide essen-
tia4 follow -up expertise for hew classes Opening each year.

KINDERGARTEN -plRLy CHILDHOOD.qUCAT1ON: NORTH CAROLINA OPENS CLASSROOMS*

"When children are grouped homogeneously,'they compete with one another;

wen grouped heteroOneously, they reach out for help from one another," according

to Ron. Ausdenmoore, consultant in they Division for Exceptional Cnildhen at the

North' Carolina Department of Public Instruction. He believes that the regular"

,classroom must be changed so that educators can advocate for differentes,ra her
. -----

than for homogenetty. -"Learning must'be reconfigured so that everyone in the

c
classroom shares responsibility for his oein learning and the teacher sees himself

as a learner, above all else,"

The Kindergarten-Early Childhood Education (K-ECE) movement in North.

Carolina,is infused with the ideologies and practices of the British infant

school approach to education, which attempts to promote the natural, total de-

velopment of each child. It assumes a number of important concepts: children

naturally develop at different rates of growth; they have an innate and driving

motivation to learn; and they learn best from environments that permit free use of

a variety of materials and experiences directly connected to their on lives. These,

assumptions have led to the "integrated-day" approach to education wherein a

*Contact person: James Jenkins, Director, Division of Kindergarten/Early Childhood
Ed6cation, North Carolina Department of Public Instruction, Raleigh, North
Carolina, 27602 (919) 829-3081
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teacher trained in understanding and managing a child's physical, mental, and

.emotional growth facilitates 4.natural, nurturing, and stimulating learning

ehylronment.

The question is not: "why open educationT'rcontinueS AusdenmoOre, but what
structure do yoU have to create in,the,class.room su that all children can
learn? Everybody is A learner and everybody's role has accountability
built in--by making choices and being responsible for what he learns. The
'adults are responsible for bringing new resources into the situation so
that learning continues. They,become advocates between the child and the
school system, asking for those materials and resources that will -give children
appropriate learning choices. The teacher observes the'children and uses
these observations for specific plans and activities to move the child's
learning forward. Kids learn best by modeling one another, and they learn
best if they have fed back to them the data they've already learned. Tradi-
tional classrooms are set up to yield the data-to the adult, rather than to
the child. The climate in the classroom must be changed to one of co'labo-
ration between the teacher and the children, which will lead then to seek
help from one another. ,

The spirit uf shared learning is another belief that is manifested byv -A

early childhood'eduCators in this' state. Una Maelemmon, state consultant to the

K-ECE program, believes the most important aspect of open education is how much

of the philosophy is internalized by teachers and principals, and the key to that

depends upon the caliber of the teacher training:

We go about it all rong when we give them a whole.bag of curriculum
goodies; it needs begin furth6 back. Once you :an come to terms
with yourself and accept yourself--when you can be open and honest and
like yourself - -then, and only then,.can you teach school. There must be
mutual respect and caring built into the school climate before you an
implement this philosophy,

Preparing teachers to, trust children to make their own decisions and to be

responsible for their own learning, and to become themselves more open to their

students and fellow teachers, is a very complex process. Learning how to use the

direct-interest and experiences of a child to form the base for his/her work is a

long-term process. for both teacher and child, It is not easy to recognize and

communicate the concept that any one learning experience is interconnected with

several learning skills; that examining an ordinary rock On be the basis for

acquiring in,math (weighing and measuring), rean9 (researching), writing
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(describing), art (drawing and painti6§), or science (analyzing its properties),

Children don't see themselves learning in separate suujects, but teachers educated

in a traditional manner often are not, prepared to impart information except in

sharply defined, discrete "packages." They have not been taught an integrated mode

of teaching, nor have they experienced this method of learning themselves. Since

people tend to model behavior on what is familiar, teachers tend to teach in the

same ways that they were taught, even though they may Crdissatisfied With and

dislike tnose ways. So ietraining teacilers to perceive children in new ways re-

quires that they must learn new perceptions of themselves as learners; that any

situation can be 4.-i learning experience; that there is not just one way to'learn,or

to do something; that the free use of a variety Of materials cah Produce new

learning; and that children do not have to repeat the same tasks the same way,

every day for learning to take place.

Once teachers have experienced themselves as learners again, and have learned

how to provide a classroom environment where all styles of learning are equally

valued, then mainstreaming special education children into open education, classes

follows in a very logical fashion For open educators begin with the belief that

all children are capable of learning, since learning grows naturally out of every

child's life and experience. And if the teacher is trained and prepared to teach to

every child's unique learning strategy, rather than teaching to'Ihe whole class,

then the idea of accommodating exceptional children in the classroom is entirely

feasible.

In order for teachers to be able to make these changes in their teaching

methods, they first have to change their behavior and attitOd.m the North Carolina

program concentrates on providing teachers with the kind of training that will

allow them to ree xperience themselves in new ways.

Pro4r4T cq.111.

In1968,NorthCarolthawasoneofthreestatesin,the,coontry that did not
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have state-supported kindergartensBy 1969, the first eight kindergarten

centers hdd been established through state law and accompanying state funding.

There are eight educational districts in the state, and two kindergarten

degonstration :.:lasses were placed in each 'district in 1969., By 1972-73, the

classes had expanded to approximately 150, and by 1974 there will be 685 classes

as a result.6f.a large increase in the 1973 state appropriation to, the program.

Two kindergarten' classes compote one cente' of'46 children, two teachers,

two aides, and two separate classrooms, if the building is self-contained, or a

la* open space, if the,architecture of the building will permit it. Because'

the staff of the new kindergartens share materials and ideas with first, second,

and third-grade teachers,, the centers are not exclusively kindergarten programs;

they include the entire primary unit. This encourages multi-age grouping, a

goal of the K-ECE program. Some kindergarten centers still are composed'mainly of

five-year-olds, but many' now reflect the multi-age emphasis and include

children from ages five through eight.

The K-ECE has several stated goals: 1

individualized learning: based on the child's developmental level, interests,
and needs;

informal child-centered programs where the child is the center of attention
and the teacher is a facilitator or guide;

environment organized around learning interest centers: structured to pro-
vide for directed activities, choices,'and decision-making;

multi-age grouping: where children ages 5-8 can learn and work together;

parent participation through the establishment of advisory council and
volunteer groupt;

including mildly handkapped children in the mainstream of education.

James Barden, Title VI-B consultant and section coordinator of federal

programs for handicoped children, says:

The important verequisities in mainstreaming programs.ii4 to -teach regular
teachers to takt responsibility for4111 children, and'to teach special
education teachers'how to respond in new ways, no longer in isolation from
the rest of the staff and Children. You need the kind of inservice that puts

79



teachers in the learner's role and teachet special educators how to be
human resources to a team of teachers, rather than specialists in their
own classrooms.

Open Education (n Action

One special education teacher turned resource person is Linda Coln, staff

member of the West Rockingham Elementary School in Rockingham, North Carolina.

The-school opened in 1971 with- b K-6 population and an open-space building. The

philosophy of this school, stated in a brochure, is:

We believe that open education is a direction. It's a movement towards
another way of looking at children and their learning--a gradual blending
of oldtideas and new approaches. We bell!ve that each child is'unigue
,and needs different experiences to reach his maximum growth pot ntial.
We accept the child as he is (at his stage of development) and g from
there--not comparing him with Others but only with himself and his rowth.

Ms. Coln adds her own belief to this: 'We've got to be able to offer

children experience's that openup their minds enough so that they want to 1,earn."

. Ms. Coln. works in a. small, semi-enclosed space adjacent to one of the open/

learning areas. Children come to her who want or need special attention. She feels

there,is no stigma attached to their leaving the larger area to work with her,

because she has worked with the children in their home areas long enough for them

to consider her another member of the teaching team. Additionally, the children

who work with her are not exclusively "exceptional" children; often a child will

request to see Ms. Coln as a treat, or be offered a chance to spend time with her

as a reward for having done particularly well in some work. Ms. Coln observes that

whenever the curriculum is individualized, children working with a resource person

are not stiematized, since all the children are workinq.at different tasks. futher-

more, she believes that the resource area is considered a reward situation by many

of the children, because the settir-; ,i.iwulates learning in a supportive way She

participated in the first state-sponsored sunrer training institute for educators

opening K-Et. centers, and says that one of the most valulible Pxperiences there was

finding herself in the learner's role."YoU've get to Lclieve in what you're doing

and to have scm experience in doing it or it's not going to be any go,
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At Elkin Elementary School in Elkin, North Carolina, a Title Vl-B program

. .)

provides a good example of an interface between an integrated-day classroom,

multi-age students, and inclusion of handicapped children in mainstream education.

Although not one of the K-ECE sites, the Elkin project, now in its third year, was

initiated to develop an educational setting to.meet the needsof Elkin's excep-

tional children. Ms. Carrie Kirkman, project director, articulates the relationship

between open education philosophy and mainstreaming:.

Our major fOcUs was to provide. teachers with alternative techniques to
restructure a classroom, so that the.education offered.would be adapted
to each child. We knew changes had to take place in the structure Uf
the class, the arrangement, the curriculum, and the teachers' attitudes.

All incoming first graders to Elkin are assessed by the Draw A Mao test,

reading readiness, otervdtion, home interviews, and physical exams. These

assessments then form the base of an individualized learning program for each

child. Most classrooms in this 1-4 school are arranged into learning centers, and

all varieties of teaching take place. Teachers can choose to team, to have a

multi-aged or homogeneous,room, to combine.two classrooms, or to maintain their

self-contained rooms. Most.inservice has been directed to the-teachers of first,

second, 'nd third grades, and there is less team teaching and multi -aging in the

fourth grade. Inservice for this program has consisted of yearly workshops run by

K-ECE consultants, since the philospohy of the Elkin project is identical.

The child is brought to realize that learning is not an activity which is
tirCumscribed by the walls of a classroom, but continues in all activities
in which he participates.2

The Learning Institute of North 'Carolina (LING), a research foundation, pro-

vides inservice consultation and year-end evaluations of the project. W.H. Carpenter,

Superintendent of the Elkin City System, explains a few thfngs;

You've got to sell your existing leadership on the change, an not bring
in an outside person. Your teachers may be sold, but-if the admIdistration
isn't, you're going to have problems. There's so Many thingslhat the
administration can do to get in the way without doing-anything. Our outside
consultants (llt4C- K-ECE) knew only one pattern - -to bring in a change aeent--
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but unless the change agent and the principal have a good relationship,
youbetter have the principal be the change agent.

One of our difficulties was that we were trying to briqi something new
into a community that was satisfied with what it had. We were trying to
change the established way of doing things. A retreat that we held for
board members, parents, P.T.A. leaders, and other citizens, before the
project began, helped.accomplish this. After we dec'ded to change, the
hardest part was to be sure that we didn't impose another program
on top of ours, instead of letting our own ideas evolve,-or to take new
ideas and build from there. The best-thing I did was to get put of the
way after it started. My role is one of message-carrier; I listen, and
bring back, and listen, and drop in to find out what's going on. With the
tremendous amount of support we've,had from the state department, and full
endorsement from the local school board, we're in pretty good shape. In

order to get the school board committed, we called on LINC and the state
consultants to meet with them. We convinced the school board that we could
do this with no additional cost.to-the local. unit. Now I could guarantee
'half the costs if I had to.

It is alMost inevitable that relationships within a school will change as

the structure becomes less formalized. By allowing handicapped c,hildrerf.to work

pith and alongside of nonhandicapped children, the Elkin school has caused a

change in the way its teachers look at all children. With three years' experience.

in early childhood education, Elkin will receive its first public kindergarten

in fall 1973, and is certain to become a significant demonstration site fOr both

advocates of open education and mainstreaming.

As the philosophy of early childhood education has sprnd through the

state, attitudes of openness,to change and acceptance of innovation have followed.,

The most critical facto
\

in bringing these changes about have been the summer

train;, ,g institutes and the eight coordinators, who were hired in June, 1971.
...

James Jenkins; Director of the Kindergarten-Early Childhood Education program

hopes to have one'pecial education teacher attend frpm each school represented at

the lnsjtutes. i.e says:

This is the weakest part of our program; it is the toughest thing to get

teachers to accept special education children and to.get special education
teachers to integrate our philosophy into their style of teaching.

S. tcmrOn, the consultant assigned to ensure that exceptional children

would be included arong the kindergarten Population, comments:
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We knew it would be a battle to include spec:al-education children, and
We solicited children who had some sort of exeeptionality. We made the
mistake of' notrgetting together with the special education teachers right
away to explain this .to -them. A lot of Our energies the first two years
were spent in getting people at all levels to understand that spedal
educators and regular r elucators would have to work together and share the
children: We operged under the assumption 010 you could bring about
inclusion of exceptional children by having large group meetings'with
teachers about the problem. NoW I think it has to be on an eyeball-to-
eyeball basis, which is ImposSible when we're talking about the whole state.
But by working through spedai education supervisors, c9ordinators, and

4 staff development people, we toqdhue to emphasize the need to see that
the special education teachers are not separated frOm-the regular teachers
during the suocer Institutes. All exposure haS to be the same for all teachers.

Teacher Training Institutes

In 1970, the first summer institutes were held for staff development. lere

were two fPur-week sessions for all the educatorc in schools where kindergarten

centers were planned. The time was spent in residence at a university site with

consultants from England, the St;,.te Department of Education, and the universities,

.The learning Center of North Carolina (LINC) provided the evaluation component to

the program, as well as consultant services. The consultants were people exper-

ienced in open classrooms, team teaching, and new curricula. They led workshops,

and small and lartie discussions in early childhood education theory, interwoven with

practical experience in producing teacher-made materials, particularly in arts

and crafts. There were also children attending.classa.s from 8:30 a.m. through lunch

every day the last two weeks, which permitted the participants a practicum ex-

'perience in team teaching and open classrooms. After the practicum, they discUssed

what had gone on in-the classroom with the consultants who had been observing during

the practicum.

The 1971 'summer institutes were similar, except that during the last two weeks

of the summer, the participants returned to their home schools before the start of

the new term to reorganize their classrooms in ways that would reflect what they

had learned at tlielinstitute. Again, consultants were available Ao them for help
,

with the physical reoroanfzation of the classrooms, and to answer questions arising

from the inevitable difficulties of trying out new ways y teaching.
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The 1972 summer

I

nstitute saw some changes in the programk tight district

coordinators had been hired and had visited England in the fall', of .1971. Their

. 1

study of the English infant and prirary schools led them to char)V the length tf the

summer institute for the educators from four weeks to V40 weeks a:4 to add a

institute just for principals - -to enable them to understand the Open claSsroom

1,

approach, and thereby be willing to provide the necessary support to their tea hers.

In the English infant and primary schools, their head teachers (the equivalent o

American principals) function more as master teachers than administrators, .since

they generally preside over much Smeller schools, and they are often relieVed

many administrative duties by teachers-acting as department heads. The heav

administrative duties of.American principals leave very little tin* for close

involvement in instruction. The principals' institute was designed to instruct

principals in,the theory and practice of open education goals apci to enable them

to° be more empathetic with their teachers' problems inCt.he new approach. t

The six d s of workshops, discussions, lectures, and, feedback sessions for

the 77 principals attending from all over the state were managed so that

learning occurred in much the same way that it would in an open classrooM. The

principals were taken to a junkyard, or a mountain, and, in the words of Don .

Williams, British consultant to K.LECE says, "We got enough materials and experi-

ences from totwo sitgs to last all week.'

However,,Ms.*Lemmon felt ',that one element missing,in'the principals' training
was

. . Jack of a structure that allowed the principals time to process and to
"-discuss the learning that they had'yone through,.so that they could verbalize

what had happened to them. There wasn't time built into the institute for
this Whappen, and this was a mistake. It's important. in the inservice
to mana9 theenvironment so that: these things do happen.

Behind this comment is the belief, so often exprysed by thoSe ievolved in this

program, that personal growth and self - .awareness must occur heforechar es the

classroom can be expected.

The 191? ,suer fmstitute for teacher focuced on tiTj t l 3 reacher in

the tudents' role-50 that, (hey could feel what it's 1 ToOlo kdo4 everytt ing,
"



and not be allowed sometimes to learn In ,the style most comfortableto theM.

The effect of this role reversal was that teachers became more patient with '

children. According to one pacqicipant, the consultants "loosened all of us up

and moved us away froM rigid categorizing. There were lots of resources and we

came away with materials and real kriOwhowabout making things."

One of the unique difficulties it) the subsequent institutes as providing

learning.experiences that benefitted both new participants. and those returning

for their second summer. The problem was solved by having the..returnees work

with the new people in the first week, sharing teacher-made materials and Ideas.

The second week was spent back at the home schools, rearrarging the classr,00ms

into learning centers and pulling together ideas and materials gathered from the

institete. 'Teachers' insecurities may alSo be reflected in their reliance on

textbooks, paper work, and elaborate materials. If the inservice training is

successful, and,if principals are supportive', the teachers will learn to produce

many of their own materials, thereby fitting materials'6 the children they have,

rather than the reverse.

The 1973 summer_ institute was planned to reflect the changing needs of the

program. Increased funding from the state legislature expanded the program from

148 claSses (fall 1972) to .680 claSses by fall:1973. In,1973, by the summer's end,

2500 principals, supervisors and teachers had gone through, the K-ECE training. To

handle these numbers, 60 educators, primarily classroom teachers with at least

a year's experience in open education were.trained as master teachers for the in-

stitutes. They were trained in a one-week'instituta in facilitating and advising,

as well as in the theory and philosophy of developmental learning psychology. At

four university sites, the 60 waster educators led workshops and distussions.6

teams: After the week of residential training, pripeipals helped with follow-up

for their schools,during the year



District Coordinators

The mushrooming expansion of the program has caused-those responsible to

become concerned about the quality.and staying powet of the open movement. They

rely on the institutes and the eight district coordinators who share the major

responsibility for institute planning, and also act as on-site consultants -to

all K-ECE centers in their region. The coon ators' salaries have been paid

through EPDA and Title III funding. Four of the 1973-74 salaries are being pro-

vided through state fundfft the others will come from Title III. All eight

coordinators meet together at least two days each month to plan workshops and

advisory services. Although turnover among the coordinators has been large

(about 50 percent left after the first year), and their backgrounds are diverse

(a kindergarten teacher with an MA; a principal; a Ph.D in administration; con -

sultants from LINC; graduates of the early childhood program at the University of
1

North Carolina), they have become a closely knit group because of"their need to

make joint decisions concerning program policy. It may be that the ultimate

success of the program depends upon the coordinators' presence in the program--

their inservice.workshops that provide immediate and relevant help to teaching-
.

staff,. their general problem-solving strategies, and their help in selecting

participants and school sites that will offer the greatest chance of success to the

kindergarten centers.

Dop Williams is HeadmaSier apGoring-on-the-Thames in Oxfordsh,re, England,

when he is not a consultant to K-ECE program in North'Carolina. As'a district

,coordinator, Williams attempted to spend one day in each of the ten,Schools he served.

ti

44e held math workshops, talked to teachqrs and principals about iecific problemsi

helped to physically rearrange a classrOoM so that more learning centers could be

accommodated, or served as a master teacher by working with the children. Since the

program is expanding so quickly, the coordinators will have to spend more time in

large-group workshops rather than visiting schools. Because the dbordinators'
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staff will not be4pril.ffged, nor the number of coordinators increased, Williams

is afraid that the coordinator will become exclusivelAan administrator. He says:

We must be able to offer ongoing training to those existing sites. One extra,
year of schooling won't make a differenCe to the children, if their teacher's
aren't adequately trained'.

HoWever, he is not without hope that the summer institutes can accomplish their

objectives:

The strengths of:the AMerican system lie in,the nature of the people; they
are more open; less difficult to motivate towards this way of working.
British teachers take longer to change and tenured positions cause them to
be more'difficult to move toward new approaches. The major stumbling block
in the American system, as I see it, is the need to evaluate, almost anything
that moves.

Commenting on the difficulties special education teachers exoerienee.upon

giving up their' accustomed roles to,become part of the regular staff, Williams says:

We have to allow teachers to grow just like we let children grow. We threaten
teachers far too-much'by expecting them to make rapid takesa
long time until good relationships between the children and tea er5,.between
teacherfland teachers, and between tio'chers and,principal,provi t right,
(wlity of Living, dart' -by -day. It bEgins with looking,at'what t ildren
zed, and after'a long.period of experimentation and growth, th may lead
to an integrated-day, multi-aged arrangement.

Evaluation
(,

LIUC conducted evaluation hy com and post-test results from the

Harris-Goodenough Oraa-A-Nary Tes And,the Test of Basic Experiences (lOBE), Stan-
,

ford Achievement Test; and,C1(;Ssroem avior Inventory.3'

The pre-test sa;vple for .the V971-72 Annual EvaluationAof the North ,Carolina
StateSupported Kindergarten /.Early Childhood Program is composed of the"'
2;286 five - year- old .children who were administered the pre-teit,battei by
their classroom teachers before October 15, 1971. The teachers also admini-
stered the posttest battery in nay [14972]. The post-test sample.was applied.
to 711children in 16 centers randomly selected from the 54 participating
centers. Some 2/7 six -year -old children, who were enrolled as kindergarteners
the,preceding year, were also randomly selected by centers for inclusion in
the evaluation.

(there is no way to count the number of teachers'and students whO'are
influeneed\indirectly by the kindergarten/early childhood activit,es. There
is (e,,iderice that indilcales that entire schools, and entire school
are affected by_oursmall core of advocates for child-centered instructio
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Conclusions of Evaluation ,

Draw-A Man Test: It may be concluded, based on the dlta from
the pre- and post-test administrations of the Draw-A-Man Test/that
children involved in the North Carglima kindergarten program will gain
approximately two months in mental 'age for every one month of involvement
in the program. The available data alsO indicates that.children are making
,larger yearly gains as the program progresses. There are two factors.
contributing to this conclusion: (1) greaten sophistication in administering
the test due to better, instruction during. the summer institutes, from LINC
Staff; and (2) better overall staff development via the summer institutes
and follow-up training sessions.

2. Test of Basic Experiences/Langkage: Five- year -old children who
participated in the North Carolina kindergarten program for -'the 1971-72 .

school yeat progressed from a mean raw score of 16.Q (32hd percentile) on
the TOBE: Language at the beginning of the year to 0 mean raw 'score of
22.0 (74th percentile) on the post-test, ford gain of 42 percentile points.

3.. Test of Basic Experience: ,Mathematics: The participating five-year-
olds advanced from a mean raw score of 16.5 (32nd percentile) on the TOBE:
Mathematics pre-test to a post-test score of'21.4.(6,6tn percentile), indicating
an increase of 34 percentile points.

4. Stanford. Achievement Test: :The six.4ear-old schildren who attended
a state-supported kindergarten aS,Uve-year.olds scored on,or-above the
grade level-eqUivalent of the naticilial norm sample on four (paragraph:meaning,
vocabulary,,word study skills and arithmetic) of the Six'Subtests.pf the,
Stanford Achievement Test. The six- year -old sample scored only onh month ,

below the national norm on ttle'two remaining'subtests (word reading and
spelling). The six-year-old sample scored two months above the national
norm on the vocabulary sUbtest.

Classroom Behavior Inventory. There were significant (at the .001
level ) positivedilanges.on all three subtests of the CBI for the participating
five-ye4-old, students. It may be concluded, theref recthat children who
participate in the kindergarten/early childhood progr N: a) show more
,extraverted behavior at the end of the r than at he beginning; b) appear
to'be more considerate and toleran,o othe a e time of post-testing
than at the time.of pre-testing; and c) appear tocomplete more initiated
tasks.sat :the end of the year than-at the beginning, The mean raw scores
on the CBI for the-six-year-old.slmple indiclte that the changes prodOced
by the .kindergarten elfrience were maintained thrpugh the first grade.

..E
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ConClusion

In classrooms where teacherS encourage children to pursue learning in

an independent, even unorthodox, fashion; where learning is assumed to grow

naturally out of a child's daily life and interests; and where teachers have

the knowledge and confidence to provide an environment -where all styles tf

learning are equally valued--there the handicapped child has a chance to feel

himself/herself a part of the whole classroom. He is not a problem for the

teacher to solve, but one child among many children who are acquiring new

concepts, skills, and attitudes at a pace and in a manner that respects their

individuality and uniqueness.

Open educators are convinced that this approach will ease the integratfOn

of handic6ped children into the regular ciassroom. Early childhood educators

in North Carolina are engaged in bringing this kind of classroom to their stater.

Careful observation of this movement is necessary for those concerned with the

mainstreaming of exceptional children into regular classrooms.

A
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FOOTNOTES

1. Division of Kindergarten-Early Childhood Education; Information about
Kindergarten-Early Childhood Education (K-3).. Raleigh, North Carolina:
North-Carolina Debartmont of Public Instruction Mimeo., 1973.

2. Pro ects for the Educat on of Handica.'ed Children.,Raleigh, North Carolina:
epartment o 'u c nstruction,, iv s on o xceptional Children,
1972, p.26.

All information quoted directly, from North Carolina State Supported Early
Childhood_ Demonstration Centers, Third Annual Evaluation, 1971-,3972,
The Learning Institute of North Carolina, 1006 Lamond Avenue, Durham, N.C.,
October, 1972.
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it_rurat coOperative venture that traind itinerant teanA and Schcol-based
speaialists to maintain handicapped children in 'the reguiaralassroom through
the use of a flexible, but structured, comunication model called Learning
Analysis. Essentially directed toward discovering the own learning
strategies-, reinforcing his academic and emotional strengths, and to promoting ',
an atmosphere, of Self-renewal for the child, teachers, and team members, the
program has been in existence for four years and shows every indication of\,
expanding its services. Where specialists must be provided on an itinerant
basis, due to geographtcal or financial considerations, and where administrative
arrangements cre_responsi4 to the needs of individual'situations, the model has
prpven successful.

NORTHWEST cOLDRADOTCHIP STUDY ENTER.: A LEARNING ANALYSIS APPROACH*
/

.4,

In rural,Coorado, on the Western slope of the Continental Divide, is a'\-

five-diWict cooperative-thatlias been pooling money, people, and id,pas.since

1966 to help children with'learn1 inghantlicaps. EncompassAg a 6000- square - mile;

three-countarea, TheChild Study, Center represents'one approach.tosserving

handicapped children in rural areas On a small budget.
-§A

When ESEA mpdby was made available in 1965, Donald Sanders, a consultant,

in Sppcial EducatiOn at thetolorado Department of Edutaiion7'waS interested
.-y

In-htlOinidfttriCt-S-OSe-Title 1 -Money-to'increaie thefrsOetiaT

Three Routt County school superintendents, faced with the pro?lem of trying to

\provide resources beyond a minimal remedial reading/speech therapy prograrli for

their students, and unable to affoid full-time specialists-, decided to combine

th4ir_f-ederaL monie s ($5800), and the first Title I cooperative in Colorado 4,4As

for4d. (6n Sanders was hired as its Director of SpecialEducation.

)
i

\The first year of the cooperative, tiro elf-ccntained classroom were

operStedfor thirty children whovere bussed from neighboring communities and

housed in the Steamboat Springs junior high school. Sftnders explains that

first yer, "My orientation was like anyone else's - 1 was interested- in

..,,....

*Contact,person: _Donald Sanders, Program Director of the Child Study Center, .

P. 0.'Box YY,' Steatboat*Springs, Colorado 80477 (303) 879-0391 ,

.11
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protecting the children from pressUrcsand hiring People who unde'rstood''

But Sanders kneW that the real difficulty intheir,sensitivities."
4 .. )

remediating special education children froM their self - contained classrodifis

was in convincing the classroom teacher to tatce them back.- "Yetrbecome(a, most

I

afraid to do too much for them if the system won't readmit them,'" he .x0 ains.

Wanting out of that double bind, Sanders .attempted a new approach He,plloposed
4

A program to USOE,'Title III, "Clasiroom'Management of,the HandiCapped," that

would develop a model whereby handicapped children'would be maintained in the
kt

classroom; y means of an itinerant team and'ofie special edutation teacher

permanently housed in the school, but now,designated a "Child Study. Teacher."

The name change was.more than a semantic ploy; it'indicated a child- centered,

team approach that was fb becOme the basis of the program for the next four

years. The Title III proposal focused on evolving a "Learhing Analysis.'

approach that wou4d provide regular Seachers with the team support to maintain

handicapped children within the classroom. The proposal was aceepted'and

funded,for $61,000 in 1969,'$44,895 in 1970, and $38,000 1111971. The

Prbiect,is now solely supported by district funds.

Basic to the assumptions of the'Learning Analysis Model was the notion

that a serierbt benefits would accrue from working with exceptional children

in familiar environments--both reguAr classrooms and their own homes. It was

felt that academic progress and self-6oncept improved by association with.

`---regular students; that parents', teachers', and peers' opinions'of the child

.became more accepting when the child became part of normal school routine;

,and that the child's social skills and affective behavior showed signs of greater

harmony with acceptable behavior standards in the regular Classroom.
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The first year of the.Titje III grant was spent fnplanning,'and the

self - contained classrooms were'Maintained. Sanders'looks thick over that

initial experience;
..

We-didn't,know what 'else to do but to tell the claseoom teachers that
we wanted to help them. Their.reaction was one of confusion. qhe.primarY
teachers had the idea that we undersebod what they wanted'all along; they
saw us as a partner, but the intermediate teachers\felt that we wouldn't

be able to'relieve them, or that 'we couldn't dd what we-said we would,

The proposal had been written to fociii'on'the primary gradesK-3) but

the 4th, 5th, and 6th grade teachers wanted the relief as well. Sanders feels

that focusing on the primary children at first was proteCtion fec the project.

They,sipply could not have managed, in that initial year, all the Children who

needed 'attention if-the entire elementary population had been included. And

the primary teachers were philosopliical)\in agreement with the cbnceptof.

-mainstreaming. Sanders says,

One of the reasons we changed from the s.11f-cOntained prograM was that
the children weren't being 'referred early enough. We suspected teachers
didn't know how to identify or,didn't want to point them out as,N
retarded. They hated to have us take a child 'out, of their room,, and that
ws an asset. '

The.Chil&Study.Center'Orovided,nservite-to-25-nriary-tereh&S-InTthe
I

first year- -there were Workshops,:retreats and an inservice coordinator from

the University of Northern Colorado who offered elening courses tnat some

teacher took for college credit. The inserVice training focused on early

identification of deviant behaviors, child development theory, 'and poSitive

affective behavior between teachel'S and children. Primarily, however, the

teachers were introduced to the,Learning Analysis approach which remains the

Aunda tion of the process used by the Child Study Team to "provide mutual
./

support and help toall those people concerned with the child:

The Team

The coordinator and pivotal member of the child Study Team is the Child

StAyi Teachdr (CST). There is a CST in every building in the cooperative--11
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at this time. All CST are credentialed EN or EMH ,teachers; tl)etr"previeus

experience Is extremely varied. They are chosen Primarily-for.the destre

tetworlOn'a collective effort, and their commitment ^,) the conciPi\that a '

ow

mutually suppottiVe atmosphere is the most effective way to create an en-
.

vironmentrth'at will help children with difficulties.- They must be skilleh

people who are willing-tO.share.their skills. Sanders says4

You really k4w what accountability is in a.team situatien4 because
you have to know whit your objectives ae.and be:able to state them
clearly; you mustbe able to say "here's what Um.trying'to dobnd
here's where I:need help." If you"retworking as'a loner, you can work'.
with a child and not be called upon'tb articulate these things.

The CST is the link between the ChlidStudy Center staff and the claSs-

.\
room teacher. How a particular Ct<Orks in any building dependscupon the

general schoolenvironmenti, theexpectations of the staff,;tivrincipal's

perception of his 'instructional role -the exceptionatitiestf children

needing the services of a CST, and the,physical facilities. One of the

buildingS is participating in the IGE systemwhich calls for a complete

restructuring of teaching arrangements, and team.teaching has.been imple-
,

mented, .Another building has:participated in an affective' training workshop

which has brought about tremendous changes.in,teachers' attitudes Concerning
.

the importance of studehtsi self-concept and self-expression: In some

schools, CST works with very few children directly, concentrating instead

* "An educationally handicapped child is onewhose behavior manifests Itself ,f
in such a nner that it'is interfering 'or islikely to interfere with the

i!
child's, o education process or.the,education process 'of others...An educable
mentally handicapped child is one who', because ef retardecitental.devii5g7f;
is unable to participatOn-or benefit' from the classroom program regularly
Rrevided; but who nonetheless'possesses the ability to learn...2 Administrative
llrOcec21eSecialoram. Denver:- Colorado Department of
Education, 1970-, 3.

6

locA design for reorganiiing school personnel to improve curriculum and indivi-
dualize instruction which was developed by the Research & development Center
for CognitiveLearning at the University of Wisconsin. Klausmeier, H., Morrow,,
R., and Walter, J. Individuall Guided Education in the Multiunit Elementar.
School; Guidelines for mp ementat on. a son: isconsin Researc & eve op-.
ment-Center for Cognitive Learning, University of Wisconsin 1968.
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ovgiving the- teachers a Chapce to explore, in their:64b-W6YS-, fprMs

indcvidUalizing )arograMs. All children are 'viewecras pote ial recipients
,

for specs al serviCes then, becauSe,fat any one time, there may be .

any number of children.experiencing difficulties: in 'other buildings, the
,.. 4.

CST ma work directly-with several children a day't-following a' program of
...

beha lora., and academfc:obSectivetthat haVe been determined through' the

o.
Learn ng Analysis modelVThe CST may work with the child in the clasoom,

. .. , .

or'On 6.pull-out basis, depending upon the teacher'S willingness to have the
4 : :4 ... ' 1

CST in "le classrOOM, the child's. to,leave'the elaSsrolim, and the
. ,

. faciliticiavairabfe for the CST forArk with the ctfild.-. NO child remains
.,

....J

oqtof the classroom for longer than akhour a day, Most of them for much
.. .r. .

leS)time. I.
.

The Child Study Center pivides itinet'aot ieamsto supplement the work of:
4v . '

the CST., .A team consists of 1tpsychologist, asocial worker, d a speech
. .

therapiAt.,,-and there are three such teams. A team visits each bufldln9 in

the cOoperative at least once a week, more often twice. : The budding principal
... . . --rr

and DOnald Sanders of the .Center may also be team members,' The amount of time

and effort the principal .con_tri_b.u_te_s to_thetePen_ds upon Jas_cun jdg-

ment of hiiinvolveMent in the, process. The principal of the school partiti-
.

pating in the IGE system wa very enthusiastic about the changes taking place

in his.sthool, and gave a great deal of his time to the team. Sanders is less

able to get to each building as often as he would like, since the Center serves

five districts, covering large distances. His role is one of'review and

interpretation of program goals, msponsibility for effective staff interaction,

and administrative agent of the Child Study Cer;ter Board.

The roles of the psychologist, social worker, and speech therapist 'are

intricately woven into the fabric of the Oarning Analysis approach. The psy.-.

chologist's prime function is to draw out the teacher to state the child's
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-or

problem clearly, to understand it, to encourage the teacher-to explain what

'he/shehaS thought about th4 problem, and to'support whatpver'sbunds good,

''',i.e.ilatching'ori,to what makes sense.:Rather'than using a.conventional ,

series of tests to'pinpodnt these areas, thejsycholoiist tYpically, will

observe the chilli in 'the classrOot and/or meet with him for individual or

small-groub talks. He is further involved with the parents, both in home visits

or at a team meeting, an attempt to foster a Consistent larning environ-

ment for the child. The social worker's contr:ibution to parents and children

takes, 'the farm of nonclinical counseling and other Supportive behaviors. The

speech' therapist's primary responsibility is to explore the methods that,best

help the thild alleviatesphech, language, or hearing problems. The speech

therapist shares the methods and materials he/she uses with classroom teachers

and parents.
.4 ,

Learnini Analysis uad How It Works:

Learning Analysis is a five-step process designed to' facilitate communication

and tual support between th4! Center staff, the classroom teacher, and the

chil It is a probleM-solving technique that depends upon the interaction of

people-MT' its success. Throughout the five steps, there is an emphasis on

communication to oromote mutual trust and confidence and getting to'knbw each

other 'as people, not as specialists: The five stepS consist,ef :1

1. Developing awareness through active listening, which involves verbal
and nonverbal skills.

Expressing positive feedback relevant to the message articulated by
the other person.

3, Organizing'a learning strategy to zero in on some basic, but
ievable, aspect of the problem.

4. . E ploring the learning environment with an attitude of joint venture
at_focuses on the child's assets.

5. Establishing closure on.someaspect of 'the problem througlia joint
solution. ,
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The'Procestl of .earning Analysis was designed to 'help all children learn

how to become more cenfident and feel more fulfilled; and to help.them

develop positive self-concepts through encouragement and positive eXperiences.

The assumptions under which the program operates are 1) parents :and teachers

together cans best. help the child develdriis unique qualities; 2) realistle

levels of achievement'should be expected of-the:Child; 3) all children canc,

find a level at which they can succeedt,-and 4):the:Child Study Team,pract.ys

encouragement and ivard for success.

. 1

0
.

1 Learning begins with the clatsroom teacher's referral off the

'"
chi d to CST. The teacher indicates, on a written form, the particular

problems he /she perceives the.child is having.Thelioint of the first meeting

(referred, to as a "staffing"), which usually includes the three-membenteam

the CSt,-,and the teacher, is isolate the problem that the team will On,.

Each membpr'of the team works to discoyerthe child's strengths, and to find

ks
ways to accentuate these while attempting to uncover the personal learning

techniques the child "ay be using to cqipensate for difficOltjes.=-The

Sec nd step in
.

tffe.rocess Is for the psychologfit-an0 the CST to observe the

child in the classroom to determine which factors' contribute to his strengths

and which deter him from success, If it'is thought that some testing will

pr ovide:a-clearer -ptcture-ef-the problem; an ITAA, WISC, on-other-4nt-trument

may be administered, but it will serve only as.a sma11 piece of the puzzle,.

After a period of observation and analysis of any.tests, the team will liet

again an plan specific learring or behavioral bectives for the child. The
. ..

Learnin Analysis Plan', written by the CST, lists speCific objectivjs._

determined with the student when feasible--stating that the"ktudent is able

to do specific potentially achievable tasks only with help from a specialist

or other assistant. It also indicates what previously'difficultigqs the
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stdentlearned to do independently (which Mutt4relate to the specific

obj dttves). These objectives'are reviewed quarterly by Sanders and the

Chid Study Team. Sanders explains,

If were .not really accountable, then an objective can be written
such as, "child completed a levet in Distar." To complete a program
is not an objective; it is, not an' ana3ysis of learning. The CST Must
learn how to think the objective through clearly so that they are
attainabld by the child. . s

This is the first year that the objectives for students have been pUt in

w i:ting. Previously, feedback:in the form of teachers' subjective"judgments

f the child's progress was used as a gauge. Sanders made the switch to

friting objectives because he felt that the Center staff was leaning too
.

tuch toward teacher advocacy; he how wants to involve the child more directly
. .

,,
In what ,the stafriS doing., .A.

This is aboUt as cognitive as,we get. It-allows foe' the evaluation of'a
problem or an objective. the rest of the model is almpst a language,
when its done right. We hope that this model of talking to each other
would be exemplarY.of how teachers might talk7to their kids.

Once a learning strategy has been developed, and each Member of.theiteam

0.

s satisfied that it reflects their understanding of the situation, the CST
,

a -the-responsibatty-Of-supporting-the:clatsroOm-teacher-to-tmplementit
,

whether through direct help to the
6

child, or in conferences with the teacher
i-i

ir parents. The CST records the child's progress on the Learning Analysis

lan and, as progress becomes apparent, periodic written evaluations'arp made

1

,

the strategy appears not to be working after a certain period of time, the

-.ee4 has another Staffing and new ideas are generated, and the procets

tinues Until demonstrable improvement has been achieved.

The PiRblems

con4

ResiStance to change: .Anytime the usual'balance is chan d there are

resistances. Thus,. there must be strategfe$ for meeting yes stance. .In any

new-programwhere people are asked to relate in new ways to each other, to new
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staff.menibers, or to exceptionalities in children they perhaps have not metti

, before, there will be resistance on the part of some staff members. The Child

Study Teams were psked, "What successful mechanisms have you used in °Airco

resistance to change?"

One CST feels that the fact that she is aufull4ime member of the bi.tildin

staff is the most essential aspect in alleviating resistance.

Teachers' resistance was pressure-based because of not knowing whether
they would have enough time to deal properly with these chiltlren. In ,so
cases, adding aide's and-helping them to restructure their rooms helped,
overcome resistance. gut helping one teacher to succeed became a model for
others- -that was what convinced them the most. They saw results, and that
validated us. )

Another CST says,

9

At first the teachers were. hostile to my role. I had been a remedial
reading teacher in the building and had always pulled the kids out of the
classroani. The other teachers were accustomed to thts and-,they;felt that
nothing could be. done if the kids remained in the classroom. When I.
stoppe4 taking kids out that first year, they were pretty annoyed. I
felt that I had to break away from the old way of doing things, so I
completely refused to pull any child out for work. I found a, few teachers

.who would let me go into the classroom and work with- children there.
This year [the second), I have started to take kids out because fts
more convenient and I can afford to do that now; the teachers no longer
expect- me -to- work exclusi vely-on- a -pull -out-basis . Mow some teachers--
use. me completely di ftferently than othersthey',11 ask me what to do abflut
a specific, problem, orl to test a 6114, or to come up with a new idea for
a chi ld.who we' re not working wi th but whom, she knows needs a little Some-
thing extra.

A team psychologist says,

If we can talk ih terms of the affective side of the child and show that
we think about hiM in a very, pbsitiiiq way--talking less about his negative
aspects' and stressing Ai s strengths-Ni th the collective strength and will
of our staff members, We do overcome teachers' resistances.

A social worker notes, -_(
.7-

If the teacher thinks that the're are no alternative ways for dealing with
a child then 'she may decide what must be done for that child; in a very
narrow way. She does rot ,see any other possibilities for him. Then she
may view, us as obstructionis ts .to getting the child channeled in the
direction she envisions for him. But we offer alternatives in any situation- -
there's no.pne narrow way to go. , We don't need to be limited that. way.
And may be,i t takes someone from outside the daily situation to offer that
objective kind of help.
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A superintendent-adds,

The most important thing is toNhave patience.
like this, mast people don't think you can do
tune to come around to it. You have to build
teachers; you have to have competent people.
beginning, but the staff showed me they could
began to be convincedas well.

A principal recalls,

I.' 4

When you start a program
it. You have to give people.
.ontidence with the other
I wasn't convinced in the
do it. And the other teachers

When th .Child StUdy Tea".caMe in, -I tried to-keep an Open mind. We knew
we needed help in many areaS-,,but we had-to sell the staff on it, betause
they felt that they were being interfered with. Workshops'and inservite
thining,held'before.the team came in were somewhat helpful, but the
teachers remained skeptical, What changed their attitudes was seeing that
they.jUst weren't reaching some of the special_ education children, and , -

that it was possible to. reach them. They were helped to recognii the
problems'-that these children Wd, and.what could be.dorle for them. .The,
Center also helped us to find paraprofessienals:' And, at firSt the staff
was afraid that their jobs were in jeopardy- -that the teaching staff would
be-cUt down. That was not-our intention, and we made sere the staff realized
that the aides were thereto help. It's a rewarding thing to see children
get, help that they never had before--that makes me happy.

. Sanders explains;

If the process is well done, we avoid falte ectations. That's what can
get us in'a bind. We've learned that when having trouble it's
because someone has an expectation that doe nit coincide with ours. If
we can put-our finger On what it is we nee to do with the teacher,'student,

_______and_parents,_then_whatever_meare able: t0_0_, we do. We still may not knew '
what to do, about every problem that-a teacher will bring, up. Sometimes
she will come up"with her own answers when she sees how theorocessAlorks.

. AO. if we don't knOw how to.work with a ceftain kind of child, we just have
to learn. -.

Because team members'openly communicated their uncertainties and inabilities

with the regular teaching staff, the entire process A% demyStified. It

eventually became apparent to the teachers that there is no one way to help a

child;. then are no huge obstacles'to overcome, there,is.simply a process. that

proceeds 'through a mutuafity:Of respect and shared exploration.

The Successes

The Child Study Team forms the base upon which the adminiStrative hierarchy

is built. The than is directly responsible to-the prograni director who; n,turr4

answers to the Child Study Center. Board, whit is composed of the five district
,.
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superintendents. Don Sanders c its this arrangement with much of the success

of the pro§ram..%,He feels that i s,critical. to hive, the decision makers

actively involved both in the planning-and maintenance of the programl even

though each superintendent has 9uite distinct ideas about the iiky the team

should iimdtion in his buildings. Respect'. for ther_differenes _characterizes

the Center approach at bbth administraitve.'and staff levels. That each team

functions welly ; in quite different arran§ements at each school speaks well for

the flexibility of both the Learning. Analysis 'theory and the people Oricticing

it.
In the one school that adopted IGE's teats teaching structure, the CST

found a tremendously supportive atmosphere hlr work; there is a built-in
desire to share icjeas and skills, and the tea4 teaching situation encourages

,

that desire. This particUlar. CST works with very few children directly;-:.she

trains the teachers in the use of'virious techn ques, the teach-Oftdo most of

the individualizing work-with the children. Both the IGE and the Learning,
. 0

Analysis approach stress the importance of identifying the child's learnint__

styles and strategies ,and the two structures morkin a completely complemntary

.

.-11kbion.

At another chool, 150 Miles away, the staff participated in an "affective

,training workshop," sponsored by the Interstate Educational 'Resource Service '..

Center2 in Skit lake City, Utah. Training teachers te7relate to children on

art ihtimate and individual tas'ii caused -one teacher with 16 years experience

to completely restructure .her kindergarten classroom toward a more open,

integrated concept. She explains how .the CST, helped tier:

The CST reinforced me by having me talk through my fdeaS,about the
children. Through. this I came to some. pretty good ideas,, just'by
having someone to talk to. I found, in all the years that I've taught
I really didn't know haw to talk to children-Ito find out, how they were
feeling. Now I want to know how to get them to express their feelings
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and get rid of some of their hostilitieS. ,Bk7the time 9y children
reached third grade they were in some pretty severe- fai.lute patterns;
and I couldn't figureout why, but I thought it must be.something thatstarts 'ih kindergarten, 1 didn't realize until this yeat that it wasthe structure itself=4/6 werejust expecting too much from'theM. So ,now we've loosened up, a lot and let them, plan niany,of theWown
I' still need a lot of help; we'fe woefully inadequate on-Observationtechniqueswe're seeing things, but we don't know what we're seeing.
The CST has been very helpful in th4:respect,:but-,1 use .the team evenmore with parents now. BecauSe working vim the:total child, rather
:than just%their cognitive skills,- their parent becOming A. lqt more
involved. -They're-coming to 'conferences and telling me about their

.

home problem, so the team psychblogist sits in on more of these ,con-ferences with us..

Thefienter'S relationship to the community ,is -interestingt The Board

of atication is onlYslightly involved in the program, although they are

invited to Various inservice pregrains. They had no, oblectton to putting the

program in the budget\ becaus4 after the third year, when local financing was

necessary, they saw that i was working. Sa9ders comments, N.

)We receive a lot of publicity in the fotal paper, but I really doubt
.that there are too many people who fully understand what Nle' re doing.
I don't regret that. It .may be symptomatic of our casual approach
and that the program isn't an entityorfan, independent service unit-

-we're simply supporting the school district.

Ahother contributing factor4ards suciess was-the--complete lack of--any

special eduCation in*some of the districts- before this cooperative

Program began. The community and parents were pleased that something was being'
, .done;for those children who had been .atpnding school tut\clearlY were not

)

s.

being helped in the ways they needed. Parents who, might have been resistant

in the past to tWinformationa thatjhetr children had probleins,(but no one\knew quite what they were) became extremely responsive, to the Cepter'S approach:
\

"How ein,We °all work, together to make things better for ,your chi 10?"

An additional success, factor was -the use of paraprofessionals made

available by the Center. Usually,peOple from the Community, their help was

essential in the individualizing process. One superintendent says that it

is the 'aides that rEally make the diffeiencp to She program's success and
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without them it.would be very difficult.

One sUpertntendentwho -Jpined the cooperative a ter it formed remarked,

It's morel difficult to correct sbmething than t begin something new.
Our success isiargely due to that newness: we had no tradition of
SpeciatfeUdtdtion-in the district'to overcome, TeacherS-w0tOble to
see theMSelVes how a mentally handicapPed:thild could,b0elped
=in the classroom; Individuali`iing students' -programs so that they
werchallenged to work and-encouraged by their achievements.made ite
poSsible to measure their successes. Skeptical teachers-saw that:and
began to be convinced:
.4.

'4
This Superintendent and his staff have observed definite change since

the Center's program began. They aren't having nearly the number of problems

with children in the intermediate grades, today as,they did four and five years

ago, because they!re able to diagnose their problems. They have learned`' ow th

children learn and what their patterns are, and to conduct the kind o6.teacher-
)

. _
to-teacher conversation that best describes the way a child coMOehends a

ka.particular skill.

4

.

Another superintendent warns that-success can't be seen in 60 or 90 days.
. \

In fact, for the first six'nonths it might look like,a dubious venture,- because
o

it takes time'for people to'ffat-eath'other and confidence to groW. It also.
,

i

Cakes a core of people who are:willing to stay with the programCipra few years

andWho are gratified by .relatively small changes, because ,they understand that
r

permanent change iseffected by many smallchanges - over time. Otherwise;

regression is predictable.

The principal of the school structured on the IGE plan says that the CST

has trained his teachers to work with their students so well that if the CST

10ft, thOJeachers_could continue to.plan.s_trategies,_Vsing the learang_Analysis_

mode],.-for children in trouble. However, it is not Sanders' intention to with-

draw his CST from the model, because he views that person as the necessary link
I

between the classroomteacher and'theitinerant staff, and the catalyst through

which,change OCC4i'S. He is convinced that any schoOl already has what it needs
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to develop this mod0-, and that he can Show them )how to develop their own;

resources.

Sanders -is interested in. seeing the Child, Study Center model replicated

in other-areas of the state. He feels that his staff can work wisth7whatevet

(

resource people the ;local schoOls have, but it is very _important for the local

districts to hire their own'people. Anders can provide psychological social

worker, and administyative resource If the schoOl or district can come up

with one(special education teacher, he/she can be ome the coordinator, (CST) for

that school,

The way he would begin to develop the model in a new situation Would be

to work, with the new teacher,-,nOw a CST,- to show him/herAow to:listen very

carefully to what a referringrteacher says so that the.probleM cart be isolated

and defined. Once the problem is isoiAted, the team shows the CSTf how td? move

thrOugh exploration to some point of closure where specific help is proVided.

The CST letirns how to inform the'referring teacher that she has been heard and

understood, and that the CST thinks.a particular area would b reasonable

beginning point. She then sees the child and shares information w th him about

why the teamis involved in his life; and arrives at an agreement with the

classroom teacher.and child that the goals set up are mutually held by all

of them.

Staff Training

In a program that stresses open communication and personal interaction,
--,, /-

it is appropriate that training for the CST and team members is rather informal '

nd loosely structured. During the first year of the project retreats were held-

which gave the staff a Chance to get to know each Other outside of th it work

situations. Workshops were held to explore new approaches. to learning, and,
,.,

,training given in'the identification of learning/disabilities and techniques
.
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for remediatioti,. In, hb.past few years the inservice training for the Center

staff hat amounted.to,the one-to-one interaction that occurs when they are,

experiencing di4iculty with each other or with a pirtiCulari child. The staff

also considers t4i,r work with the classroom teacher as a form of inservice

becauSe-the
pbjective-is,to-improve-the-teacherks-skills-and-COnfidence'sty---

I\that he/she can assume more responsibility for the child's proges's. The

Center staff is reluOtantto set Up.a structured inservice progr they

want to meet together when the need arises and work out the problems` hey

.perceive'as they occur. "As long as you have peoplelwho are pretty self-

actualizing,' says Sanders', "then he inservice canespondsto their nedS."

That the training approach is eclectic is best demonstrated by the staff's

attitude toward behavior modification techniques. The team social worker says,

With the child's/Parent's participation we use behavio'r modification
techniques to modify the,child!s behavior so that:it it.more appropriate
to the situation, or to develop motivational driyes through a system of
positive rewards, or to alter,thereinfereement:schedules that thethild
is already into. We don't use the charting' method, but we do use the.
concepts and sere of the techniques on an individual basis. Behavior.
modification and the humanistic__' approaches can blend. It't a quicker,
more expedient intervention. Parents,- teachert,eVen ttudents ch0Ote

. this approach as often as psychologists do, perh 0.moreoften. The
4itychologist or social worker develops the sche le which is then applied
with the child's cooperation .; he knows what he wants,to achieve. I- feel
More comfortable with it being used by ourstaf because all of them are
a bit afraid of It They really don't wailt to e it too much because

.potentially it's_very powerful,:and we're reluc nt ,to assume ,control or
powerfully influence others without that being eir decision too. If
thatis their decision we will suppbrt them, if he detired change is
appropriate, legal, etc. It is done together.7,

The staffings themsellves become as)earning sit ation for all the team

members every time they occur. As the team explore With a teacher, and/or
'

1

a parent, the behavior patterns a child presents, a they decide what to focus

on, with everyone contributi.ng Ideas and questions, eadil person leaves the

staffing having learned more about the chil thems 1Ves, and each other.
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After the parent and teacher have left, the Center team remains to discuss

with the CST what they. might have done diffeeehtly, what they Will try if the.

present strategy doesn't work, and how they can be more supportiVe to each

other; the childs,Parent and teacher.. ThP eM0asis is on success--hoW the),

cantedatethe-cOnditions-for-the.thild.toexperionce-successAvhis-efforts

and what they:need,to dO for and with each other se)

\
that the process improves.

This'is an on-the-spot training/learning situation that many inserVice programs

lack, and-that many, teachers find the most

Evaluation

Available data is from the third year of the program.3 The specific

objectives were:

1. Handicapped students with a favorable prognosis* will be helped to
the degree that they (a)`can participate in the regular classroom
program and (b) can continue their education with no further assistance N.
from the spetialist.

2. The efficiency of students having handicaps with less favorable
prognosis will be increased to the extent that they (a) can remain
in their regular classroom program and (b) can continue their
education wit easing assistance from a specialist.

3. The continuation of the Title III project philosophy'and relevant
activities will be insured beyond the final project year.

4. Teachers will display a preference for the project program (provided
they receive assistance from specialists) over a traditional self-
,contained special education progrO.

*Sanders eXp1ains the usage, "A 'favorable prognosis' in 0.child is
determined by the length of time the child has been disabled, the kind of
condition, teacher observation, etc. We separate the handiCap from the
d4ability: the disability is the disabling condition;-the handicap'is ,the
degree to which the disability is a problem f9r the child. Our prognosis is
in regard to the handicap, npt the disability:, The handicap then', speaks of
the behavior--the way the child res nds because of his disability,"
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Instruments used to Nermine whether the objectives had been' achieved

were a student follow7up survey, student problem records; staff reports,

superintendents' mid-year reports, case studierr and a teacher adequacy survey.

Data were accumulated monthly from student evaluation reports and quarterly
o

from adu14,working=directly-withthe-chtldren,Ahrough4ollow:uvsummaries----
: t

and case studies. Data were in the form of frequency counts translated :into

percentages and reported itemby item. Combined ratings of classrOoM teachers

were summarized. Out of a tota1,272 i.tudents.referred to the CST in 1970 -11,

123 (45.2 %) required no fortheassistance from the CST or the team after'the;

initial stuffings in order to remain in the regular classroom. 'FiftY-nine,

students (21.7 %) were able to maintain adequate performance wih,decreasin0

assistance from the CST or team. Teachers' preference for the project was

deterMined through data gathered at a mid-year superintendents' conference

heldin.each district., Teachers, discussed their reactions to the project in

small groups, and each groUp rated their preference for this'project,-Compared

to a self-Contained arrangement, on a seven point stale (1 -high; 7Rlow, oVerage

rank ordered)

Statement

I would prefer:

resource room ami specialists available to students
and teachers.

Learning Analysis as presmtly operated,

segregated special education classroom.for,part of
the day,by schedule.

resource room and specialist available to students
(only).

itinerant specialisti to, test and prescilbe remedial
programs.

individualized assistance from specialist without
Learning Analysis procedures,

special education in self contained 'classrooms.
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The continuation of the project has been insured beyond the final funding

year since411Mvedistricts committed local revenues to totally support the

project. The amount necessary to continue the program was $34,070.

No claims of generalizability.of data are made by the staff --but they do

-.3.---.-naintaiirtb-at17--

(11he notion that handicapped students cinlearnithin the mainstream
of the school is'.generalizable., However, it must be emphasized that
suppOrt personnel, psychologists, special education leachert

'

social .workers, speech correctionists .611 provided valuable' assistanCe.
to the most significant person in the handicapped student's educational
world--the teacher. The generalizable questionficourse, rests with
the attitudes and-skills acquired by this pers.on pt coping with the
-handicapped -chi ld. 4

0
The staff continues -to experiment with assessment measures, particularly

in the affective' realm: They, are not satisfied with the available instruments

N/ .

and are attempting ,to develop
. their_ own. projective. measurement 'of self-conce0t.

\

They feel strongly t)ot it is essential tp be able to demonstrate gains in

nonacademic areas,

The Future

'On January .1', 1973, the state was divided into 12 planning regions for

statistical purposes. According'to mandatory, legislation, by 1976 all districts

will have to have special education programs; distriCts will have the choice of

developing thei r own programs independently, joining -a: cooperative and letting

someone else-develop their pr:ogram, or combining both (three counties cooperate,

to purchase'serviCes). 'But all dilstricts are required to submit a tentative

plan for how they're going to serve tReir handicapped children by 'January 1974.

By this decree,_the.state_Isencourag1ng local districts' .reatIity to develop
o

what best meet their needs; the state is encouraging coordination between

special and general education. Previously the Child Study Center had beeh

ahead of the times in working toward that goal.
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Replii:ation of this Learning Analysis model in other areas- -rural or

Aan-7may ftrSt involve picking out one school in Which-stildemonstraie it'

and then creating a staff understanding of the kind of commitment involved.

. 'It can be a high-risk program,
f

because It dependS' absolutely on the respect

_and_confidente that people are willing. to give each other.. The necessary

minimum amount of commttinent would be .a few teachers willing to 'examine

alternative ways f actommodating''children who have been. previously excluded

frorri regular: classrooms a principal who is willing to becorr part of the

Center team and attend staffings so that he is fami9ar with the process; a

superintendent who will take an active part in establishing the program

.becauselhe sees it as a way to serve children who have not had help before.

"You can't impose the model where it's not wanted by the key people, and we,

wfoldn't want todo so," states Sanders.

3
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FOQTNOW

1. Northwest Colorado Chi&Study ter. ..._iLearniro'AtiPt.
Project. Steamboat' Springs, Colo.! Steai*OW-Pilkit:Piairkatidn.----
Undted. .

.

2. IGRSC serves eight states (Arizona, Coldrado, Idaho, Montana, Nevada,

New Mexice,--Utah, and Wyoming);' through Title %and state funding, to
pfbvide "support in the identification and specification-ofaffective-
goals and objectives...and assistance in the develOpmental Procedures, ,

techniques and instruments 'for assessing affective outcomes or conditions
which facilitate Or;inhibit affective growth and developMenC" Wight,
Toward a Definition-of Affect in Education. Monograph. Interstate ,

Iducational Resource Center, 710 East Second South Street, Salt Lake City,
Utah 84102,, May 1972.

3. Clastreom Managemept of Handlea ed Children. ESEA Title III, End of
PrOjectReport. .Steamboat Springs, Co o.: Child Study Center, 1972.

. Ibid., p..62,
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Phased out atithe end of itA third year, the tridgb Street Elementary
School mainstreaming program in,Xuba City, California, inoluded 18,EMR
etudente, ages tt-t3, in regular *saes for threeleare'with some 00 other
students of 4th, 6th, and 6th grade-IA' iffmae a toadher=generatotprograM,
with no funding other than epeotal education state money for the l8 etwiente.
$aoh of the Par'teaohoiae aesumed ,inetwotionat reepon4014ty for, at
dente, even though the atudente remained-with.one -,teaaher during the da .

The etrength of.the p4an wad that:the :teaohere were able tO'wOrk'tafh-
lintegrated oNaeroOm of ohitdren with a Variety,of learning abilities,
and aid their social, and academic Oopth, by:team plOnning, flexible thinking,

eat Beat of hardvork. .

YUBA.CITY, CALIFORNIA: TEAM PLANNING FOR INTEGRATION*

,

Three years ago,Earl Perillo, a ipecial education. teacher, and two of .

his colleagues at Bridge St?eet Elementary School--Wilma Bradshaw and Mary

Lou Meckfessel7combined fofces to providea modeling atmosphere in which

educable mentally retarded children could be maintained in regular classrooms.

J.

.Thethve teachers had worked together for several years and Were Pkrs,00allY

very compatible and mutually supportive. Further, they heldthesp.coMmon

assumptions about children: that when a gnoup.of children:are isolated they

take on each others characteristicsand their behavior deviates even more

from the norm; that social behavior-can be learned by modelingi'thit grcwth.

both academic and social, will occur if the children are comfortable and

'theAeachers are hapoyi'and that the way to accomplish change is through

cpllective action.

The Bridge Street program was a result of team planding, rather than
_

m teaching. T,he distinction resulted from the physical arrangement of the

building, rather than any philosophical disagreement With the concept-of

AV

, -*Contact person: Forrest Rounsaville, School Psychologist, Yuba City
(Unified School District,,'234 Colusa Ave., Yuba City, Calif.. 9595,1

(016)-742-2366 .



dteam teaching. The schol is old and the facilities adequate; the team.

A

, , 1

teachers have their roons adjacent td each other, but the walls remain intact,

1 .

...

since according to' the dity code no alterations can be made on the pounding.
...

, .

When these tlorchersi attempted team teaching they found that the

acoustics and the facilities for movement of groups of children'were so
I A .7

inadequate that it beeamie.burdensoMeto continue team teaching. They reverted
. ;

back to their original team planning approach.

Team Planni

V

ridge Street is a,K-6 building, but the handicapped ch`tIiren in the

primary (K-3) grades,are!all housed at another school that uses an engineered
/

'
classroom approach (modeled after Santa Monica) to remediate learAing prob-

lems. For the past three-years, after completing grade 3, these. children
.

transferred to Bridge Street at the^4th grade level, although they Were

generally somewhat older than their age mates at the tiiciOf their.tranfers.

When this program began,. :there were 18 children in a self-contained special

educetion claisroom at Bridge Street. Perillo decided to merge these children

with Bradshaw and Meckfesel's 5th and 6th grade clasS4 ty distributing the
/

handicapped children evenly among thie-flonhandicapped children:, Each teacher

then had, within one claSsroom,,a multi-graded'arrangement, but each was

responsible for the instructiOnel environment fott^ell the children. 'The

i

.. -

three met_in weekly planning sessions to discuss individual children's

j, i

problems (not always the:hendiCapped children). The objectives of the team

Planning approach to .integration were: .'

; I :1

1-46-Tiffave-0-67§W-cosiCeOt-ifirpie-EMR-Children1

to individualize math and readin einstructionfor the EMR children.;
..

to :increase acceptance of indiv dual differences-among members of
the clas-sroom by giving the EMR children an opportunity to Work with

"normal" children. i
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The teachers were specifically-interested in determining whether EMR

children would develop amore posifiVe attitude toward themselves and their

skills, or lack thereof, as a result,of associating with regular students whose

'intellectual, social and emotional behavior might serve as models. The-

teachers expected that the EMR children would progress as rapidly, if not

more rapidly, in all learning areas than they had done in:previous.years.

. The teachers themselves expected-to gain increased professional Understand-

fing and,experienee from.the team association through', the use of small- and

.largegeoup instruconal methods,: The first summer before the program began,

the three teachers put in ap enormous amount of time creating individualized

.lesson,plans and learning contracts. By fall; the actual integration and

regrouping of the students went quite smoothly in the ClaSsrooms. In their

third year they added,a foUrth-grade teacher-to the program so that they t.

were able to serve 110 children..

The Problems
\

During the first few months of the program the principal received a

nu4er of phone calls from the irate. or worried parents of regular students

who were in integrated classrooms. In most_cases these problemS:weresettled

over the phone due te.the unquestioning confidence that the printipal Henry

Edwards and his predecessor.had inboth the experiment and the staff. Those

4 . .

parents who remained unconvinced were invited to observe-the. classrooms.

In the-third year of the program there were no irate parent phone calls,

n spite of the ikt04tneWChilOrghVgrudsledfrom the fourthgrade.,_

Edwards became principal a year after the program began, and he saw

that there was a great amount of alienation between the three teaming

teachers and the majority of the other teachers in the school. He recalls,
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The first thing I did'wheti I became principal, was to knock doigh thiS
invisiOle barrier and introduA the rest of the school to the program,
Then I would go'into the classrooms and relieve the teachers for an
hour or two and ,let them observe' the program. As they learned about
it, they became less negative.

, ....
.

The teachers commented on:their separation from the other schoul.,staffl'
. L

There Were pocketS of p0Ople-within the.school'who were PliinC0eWthings.,
people who learned from us ;band welrom them-- but'there Was alsp:a:
Core orvery conservative teachers who jwst didn't give credenceto what
wer were doing. At first, they were hostile; then they pretty much just
,wrote us-off.

'it Is ironic that teachers who-believ so Strongly in the infl4ence of

modeling behavior should have been so unsucceSsfuf'in,affepting attitudinal

Changes among their own colleagues. Tpey do admit that when they added the'

4
fourth member to the team.the final year, it was difficult,to 14corporate her

into their tightly knit group;, they realize how hard it wt,S-for4a newperspn.

to pick' up the tempo and style thatevolved over their'years.of working together.

A different kind, of.problem,ibut'equally 'frustrating, was their difficulty

in finding kwide range of materials and meaningful',activities for children at

all learning levels, The teachers discovered.that some EMR children could

learn "new math" and others couldn't,"So they set up.a continuum fOrm of planning

in which they could plug' a child's lesson plan-in at any leVel along.the -centirwum:

-Their,procedure was to Work with threeor four, children at a time, using Sullivan
,

Programmed Confinehtal Presses! Kit B,, and their own daily qUizies,'which

were corrected every day. ;They also adapted the state text where possible and

used Science Research Associates' crossword puzzles/for drill and computation

- EaCh teacher4Workedwithin,one classoM,ith a range orabilities from
.

the first to twelfth-grade levels. They fdund it Very helpfuj to have as

many different. kinds or approaches as possible to everything they taught:,.EverY

bit ormaterial--even if it was only used for' one child--made a difference in

terms of seeing progress or stasis. They observed that the ch who has never

worked before will begin to work when he/She can connect to what i being taught--
,
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the child Sees ,a reason to learn'and then is .motivated to try.

In order to increase their supply- of materialtr the teachers pooled

whatever they had into a common area. Says Bradshaw,

It looked like we'had a lot, and the other teachers became.somewhat
enviou4, but when they saw that we were working every weekend on

_indtirdualiring_lesSoris the envy 'quickly disappeared,
, 4

$aYs 'Edwards'',

A . ,.
Naturally, ,it is important to get.as much money is you can to buy these
games and ,printed materials to individualize Programs. by budget -a

lump sum of $6 per child which, viaS cutback from $9 from the year before
that. There was about $300 of special education inoneyo .which Is',the

,

normal state, allotment for of EMR class ,, that tame intl. Bridge Street the
third year and I matched that from My budget. The ,eotire program. cost no
more than $600, and that money went for materials'.,

k Classroom Manp'gement

Recognizing the .importance these teachers attribute to varied and relevant,

materials, it is interesting to observe that the most distinctive characteristic
,

Of their classrooms was the emphasis on interpersonal behavior and-the importance
. '''' .

of training in affettive interlidion., Every, day following lunch, the class-sat

in a circle and diScu14ssed whatever ame up during the Morning; on the playgrOdi

t)or at home that diSturbed them. I was the only time- in the day when the

teacher would talk to the group as a whole.* In these discussions the subject

of individual differences often arose--how some people learn more slowly than

others: 'It was a very natural process; thereArere,no taboos about talking

about these, or any other differences.

>-T emphasis on affective interactiop grew naturally out, of ttie teachers'.

priorities. Earl Perillo had been. an EMR teacher for 10 years before instituting
.

this _program. lie_believes that the EMR child's social growth is unnecessarily -)

severely retarded by his/her:isolation,'and that he/she can learn better social. .

behavior from models among the nonhandicapped ldren, far as the

management of Peri lit's 'lassroom went, all the children were ncouraged to be

extremely self-directed. They work d on a weekly contract basil, setting their

(own goals. Perillo. made Sure to se if the -goals were too high or low for them,
. 1
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but he generally kept out of a Controlling role as much as poisible. In tht

morning the children worked on math 'and reading contracts; afternoons were

devoted to group discusSions and' a-ctivitiet. He used Continental Presses'

Kit B for math because it kept track of students fn a variety of ways, wi thOut
.1

a lOt Of verbal Orientatton.- He tested all-of hig -StudentS- theCiliforhia°,
.

AchieVement test in October., Jandary, and May, and the.Wide RangeAchievement

Test in Septetbber,lioveirbe,r, January, and May'to find out where, the students

were as they went along, so that programs weretrevised when necessary to meet

their deficiencieS. He was flexible about the daily schedule; he used contracts
\-1,/

for a few weeks and then moved to a daily schedule arrangement to prepare the

students for high school. The hfgh school is tightlyzscheduled and he wanted
.

the children tO.be able to cope with that, even if he personally didn't,, like it.

Sitpilarly, he was flexible in his approach to changing students' behavior.

He tried behavior modification techniques in his classroom but, after a while,

fbec.ame bored with C.em, and then began to question thelidea of manipulation

itself as a philosophical cOhcept. He has used some of his own experience in

Gestalt groups to provide insights into classroom situations, but the impression_

is that he viewed the discussion periods as a growth time for everyone and the

process itself became as important as-the completion of any particular. .discussion'.

The team approach was essential to-his own well-being, "I got direct feedback

from. the other teachers and we built each other up when one of us was having a

bad day."

successes

The system factors that operated in favor of this program included the

lackof large sums' of,federal or state monies that required continual justifica-
i,

tion or program 'Validation. The staff began the program with the idea thati. if;

t:.
At workeCfine; if it didn't, they would ch'ange it or disband. it. Eveh though

the data was positive, it was only marginal data. The teachers spent. ah
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absolutely mtvimal imbunt of time on data collecting and ahalysis; they did
what wag necessary to satisfy the state requirements and tileiown nee

Moiii for the chi ldeefil s progress . '

'There was no preisure anythingAuicker.or bettfr in this,program.
People weren't pushing to prove that the rpoid,p1 was valid.- The emphasis ,on

having as many alternatives as possible implied a lot of figxthility and

willingness to learn on the teachers part, since they need0d continual input .

to find alternatives.

The- student population itsel; certainly con ibuted o the success of the
'program. Yuba City is a rural, agticultural 'community, largely low-income
population., The children of these ramilies ,can be accurately-described as

educationally disadvantaged, and t ir ,re are Title I monies in two elementary

schoolt in the district. Henry Edwards had only four identified gifted children
out of.600 at Bridge ttreet. In 1.11ma Bradshaw`t class she had "normal)" children
who tested out lower than the i'dentlfied EMR students.. She says,

They haven't beeh identifie6s EMR, but they can't read. The kind I.of children we have forces us ,to individualize- -if.. half your clashcan't read ) haw are you going to teach social studies out of the
state text?

The way that they taught was to.get rid of the children's feat of failure
. ,

and give them some experiente of success,then they began.. to see some progress.

Because the normal achievement range was quite low at. Briltge Street, the EMR

el

materials to their level.' Individualization techniques that work for the EA

'child was not as visible as he/she might have been in inoth rsett, r ig. Further'',
these teachers were used to low-achieving children and the ilecessity f pacing

child are just ""as' likely to work for a number of other children in the room.

For

'Ac&ptance of individual*differences may have been facilitated by the lack of
t- competitive pressure An the classroom. In fact, a ,sociogram run before mid-year

1973 indicated that the most popular child in the whole program was an EMR student.
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Teacher observationS indicated that none of the children knew'who the EMRs''

,were, and all EMR childeen-had friends who were regular students,. No stigma

occurred si ce no knowledge of.labeling existed among the children.

Sub tivc teStimony of, their success is easily obtained.' Says

Bradshaw ,

The social thangein the EMR children was incredible. . I had a brain
damaged childwho wouldn't talk at all last year;--This-year-sile-really-
speaks out and volunteers all sorts of information. This was the kind
of sunshine .we kept looking for.

Superintendent of the district, Androus Karperos, was director of Special

Services at the tiMe the program began, and he speaks very highly of the way .

in which the staff and principal conceived and Worked out the prograril. He

regrets that there was so little administrative time devoted to it, and that

thejLachers had to carry the entire load. He and the staff agree that a better

evaluation &sign wOuld have'allowed them more accurate feedback on students'

progress, but there were simply A resources to'do that,

Performance Objectives

Performance objectives for 1972-1973 were greatly modified from the

previous year when it was found that very few of 'the normal children ere at

grade level or, higher when they entered the proorm. Additionally, it was ,

felt that the test results,-of the EMR students, as measured by the Stanford

Achievement Test, were not valid-because the test started ah uch a high level

that many of the EMR children could not read the questions. The Wide Range

Achievement Test-started at a such lower level, thus shbwfng a more Valid

measurement of the children's achievement and was,. used in the third year of

the project. ..)rinalievaluation was submitted to the superintendent on

June 30, 1973.
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Performance objectives for the third yewere:

Seventy percent of the EMR students will'thow greater growth
in the experimental prograM as measured by! standardized achievement
tests (September and May)

,

4

Seventy.percent of the student population rill show greater growth
in test scores on the standardizeB diagnostic and achievement tests
(pre-September and Post-May)

Seventy percent of EMR students will show an improvement ori'solf-
concept,scales (Jesness inventor and socipgrams) 7*'

Forrest Rounsaville, psychologist for the district, who initially had

reservations aboutthe program ended up fully endorsing it. He said he is

not satisfied. with the measures he has in terms-of providing some numerical,

easily understood description. The subjective descriptions fraM:the teachers

were very satisfying; they indicated that students made some definite and

positive changes. If the program were to start up again,,he feels it-would

be useful to find an instrument that would lend itself to.raasuring and

describing what is going on in affective realm, Rounsaville comments,

The teacher's dilemma has been to describe what she isdoing- -how can
she show that the child is learning because of her teaching? Everyone
is eager to demonstrate his/her presenCe, but our program doesn't lend
itself to that:' The reason that the Program worked well was because
Of the teachers.

The Future

Of the original 1p students in the program, 14 of them will enter high

school i,rt, fall 1973. Because fewer children are entering special education at

the primary levels, and so many are leaving Bridge Street to enter high school,

the.progrem has been discontinued.

While there has been, only a one percent. decrease in reguAr student

enrollment in Yuba .City, there has een a 20 percent decrease in EMR enrollment.

Children now being referred for speci-i edilction mOro 'nften come to the teacher's

attention because of their behavioral. problems than their academic disabilities.

With the teachers' disinclination to label a child as handicapped, there have
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been fewer children qualifying for the kind of services Earl Perillo,provides.

Peril to is now working with students at the high, school who have recently

made the transition from self-contained classes to regular education,.

'What did this model have to offer that may be of use to others? Even

thotgh it has ended, what remains from'this approach that might be worth

replicating elsewhere? Perhaps its,very straightforwardness was the key to

this program's success. There arelno secrets for success; a lot of hard work

and commitment on the part of four teachers, and Some solid support from the

principal, psychologist, and superintendent. It represents more of a philosophy

about ho4 to teach children than a particular technique, And the philosophy

allows room ,fOr mistakes and even failures.

That one teacher can'handle a tremendous range of skills and learning

abilities. in one room, if he/she has the support of a few peop)e willing to '

share the problems should be tery encouraging to those who believe in integration

of the handicapped child but think they cannot attempt it without extra funding

or elaborate teaching designs.
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SerVing nine elementary schools injc subvxban-rura district south ofTacoma Wcshington, the Franklin Tierce.Scho:)t District pooled all
special services' within the district into cot integrated stem that acts
as a back-up resource to the classroom teacher. All children are' assigned

: .

to a regular Classroom in their dtten nee area. -Individualized programs
(we, designed with the aid of a counselor in each elementary building, with
the a * tance of a staff of,diagnost.vo teachers. 'Because the program's

l'

stal has been geared to a preve»tipn, as well as a remediation, model they are
in. e process of transforming,their rogram to comply with the recently
re tsed state regulations which do not provide for prevention services, with
handicapped monies.

.

THE:FRANKLIN:PIERCE PROJECT: A MODEL IN TRANSITION*

To an outsider it appears that the Franklin Pierce School. DistriCt in

Tacoma, Washington, is at an interesting juncture in the life of th r
. J.

experiment with the integration of handicapped childre For the rticipants-,

the project staff and counselors- -it is a painful perf6Jfof upheaval, and re-

.

.assessment of each, other and their methbds, The goal remainshe same :40r-
,

has been for five years:' all involved inlhe-project agree that the exceptional

child is better off without the psychiatric label, the self-contained claSsroom,

and with only the company of other handicapped children.

One classroom teacher's attitude is typical of .the thinking of MARY:-

A special education child can't learn what normal behavior is without
observing normal children. 0,,,,wo,Wt stretch to match.the activities
and behavior that are natural to regular classroom children unless he
is in an atmosphere where comparable behavior is erected from him.

Terry Fromongi Professor of.Psychology at the University of Puget Sound

and one of the originators of the program, adds that it's important, that

segregation of children with special problems be delayed.ajong as possible,

---- and be limited to only those areas-where the handicapping condition prevents

adequate social and educational progress.

*Contact person: L. G. Engelson, Director of Special Education for District
No. 402, 315 South 129th St., Tacoma, Wash. 98444 (206) 537-0211
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The current upheaval, in what appears to be a-smoothly run-program with

ive-year track record and a substantial influence on a lumber of other school

districts, was caused by an up-dating of requirements of fiscaland program

accountability mandateA by recent state legiilation. House Bill 90, passed

in 1971 pd requiring implementation by 1973, states that the responsibility

for providing and funding a handicapped prograth remains with the local school

district. Prevention is Clearly_a responSibiltty_e_theTregularLsystemland_______

.money earmarked for !,andicapjunds cannot be used to serve children who are

not documented as handicapped by the usual traditional psychiatric

procedures.

.TheAssutiotTpistheModel

, 'The most basic assumptions underlying the design of the Franklin Pierce
1

program are as follows:

1. That every child, regardless of his educational need, is entitled
co 4 relevant educational experience in the school of his own
Attendance area With his own peer group.

)

2. That when it becomes evident that a child is experiencing difficulty
with his educational program, all'edgcational resources of the
dist ict are be made equally and fteely availab3e to him.

3. That w en<a child is eXperiepcing difficulty within the system,
the fa It it to be found asinuch within the system as it is to be
fuund within the child.

1

4.' That traditional psychiatric labels are not prescriptive of educational
method and often operate to the detriment of the child by creating the
conditions for the self-fulfilling prophesy.

5. That th;re is nothing magical about what happens in special education
'classrooms, and the methods and techniques developed for the special
child are equally valid for all children.

6. That the special education teacher should be what the label implies,
a specialist inhumaq learning 'and a-resource 'for all teachers and
children withiK the system.

7. That to continue to attempt to solve the educational problems of a
systdm by creating ever more minute subsystems within the regular
system (e.g., TR, EMR, ED, etc.) often works to the -overall disadvantage
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of the system, since
continually isolating those children who,do notfit into the regular system removes' the major incentive for change 4'within the system.

These assumptions, the outgrowth of a .three-year research project condUa)d
at the Child Study and4peatmenetenter, Ft. SteilacoOM, Washington(1965 -67),
under.the directionof Daniel Kelleher, furnished the philosophical baSis fot
the reorganilation of all special services in the elementary schools of the.

Aistrici ""

Ws! Fit-

In assisting the Washington State Depaftment of Education to explore'

alternativei to self-contained special education
programs segregatoed by

psychiatric labels, the Franklin Pierce
speciaeducation departient was '

established as a pilot deMonstration-teiching
model funded through state

excess cost monies. The strategy calledlor assisting the district .in

making a transition from a self-contained,
segregated Program to an

integrated, zero-rejectInodel in a three-yeirperiod.. The three year

.period was deemed necessary in order to provide for the necessary inservice
training and retraining ofeistirig staff. members

In order to assist the district in making this transition, the state

department agreed to telieve.the'distfict of the necessity of labeling

children,as econditi of making excess cost ,funds available, and to
permit the district to xplore a program of prevention in addition to

Maintaining a program'of maintenance and remediation. In return, the

district special education staff was to demonstrate that'it could provide

as good as, if not better
than, service to the same numbet of handicapped

children, with no increase in fundsusing
a.zero-reject model.
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Fromong says of that time:

We felt, we demonstrated that indeed we were dealing with kids as effectivelY
as we had in a self-contained system. We also felt that we were supplying
service to a greatly increased number of marginally. handicapped kids. From
the beginning we were clearly committed to being a prey ntion program,

operation we received $25,000:Title VI fulids to run a s miner institute to

rather than a remediation program. The summer precedi g our first year of

train 25 teachers; Most of these came from outside the district. In

addition to paying the cost of instruction.; this enabled us to- purchase
-$12,000 worth 4of-equipment12 -sets-of-Sullivan-Programmed -Materials',-7
Language Master,.6 Sony Tape Recordei.s, etc. We used a ,lot of clOsed-
circuit television for training and demonstration. We Weren't very
knowledgeable about what our needs were going to be.. My concern was that
our ability to expand -.the program was always a function of how quickly we
could accomplish the necessary inservice training. In addition ,to just
dealing with Franklin Pierce, we also wanted to demonstrate that any district
running a reasonably sophisticated special education program (meaning they
Were making a honest effort to make programs availeble to. handicapped kids),
could make a transition to this model with no significant increase in cost.
A very key part of the program has been to dissertiinate as widely as poslible
what we've found. That's why we set up the summer institutes. Without
the closed circuit TV, we:would have been seriously hampered in those efforts.

4,
When establishing' any innovative prlgram, one of the major limiting factors

is the ability to educate all segments of the community so that the objectives

are clearly understood and agreed upon. In the first years of the program

every effort was made to present the.program to the Board of Education, the

administrative staff, the PM, and teachers in all the buildings. The special

education staff wanted the excess,cost money that was given to,the district to
,_ ,

have as wide aniimpact as possible on the entire system. They were beginning

to understand that what was gdod fora handicapped child was essentially no

different from what was gnod for any other child in the System. When they

developed materials and procedures that worked, with the handicapped, they

began to see that thesp.would probably also have general applick4.1ity to

children the regular program.

In the first summer )ilititute, ,three counselors and two diagnostic

teachers were trained. The counselor served as the "change agent" primarily

responsible for designing a program and arranging an educational environment

which would maximize the probability of relevant educational and/or behavioral

change occurring.1
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The counselor4o-be was chosen by the principal from aMOng.hiS existing

staff. The only stipulation Was that the person chosen be a master teacher

who had taught at more than.one level. Fromong did not Want special,education

teachers for this role because he felt that if integration was to'be the major

goal, the focus of training should have its roots in what normal kids did, not

what handicapped kids were supposed to do.

The counselor and diagnostic teachers received special training in educational

assessment (determining the level and patterns of academic skills ana deficits)

educational planning (choosing from a variety of materials and approaches a

program of sequential steps to lead.the child to maximum productivity };

behavior analysis (understanding the internal and external factors governing f.

behavior and planning appropriate interventions)! adminiStrative problems

(relating special education to regular education and exploring the. ways in

which to integrate the two):

Each summer for three years one-third-of the staff, and one-third of.the
a,

handicapped children (about 30),in one -third of the elementary schools participated

in these institutes

Now It Works

The counselor in each elementary building is a Member of the building staff

and also of the special services team. A counselor first betomes aware that

a child is having trouble through a referral from the classrotim teacher. The

counselor meets with the teacher, parent , and child, either together or at

different times, to work'out a plan to remediaie the problem. Diagnosis of

the problem may or may not involve the diagnostic teacher. the problem

cannot be worked out betWeen the counselor and the classrooM teacher in either
t-

the regular ClassrodmLor aresOUrce room, the child is referred to the Diagnostic

Center. The staff at the-tenter attempts to:discover why the child is having

learning difficulties., When it is determined that either his behavior or.his
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4

lackof specific skills re preventing his learning in'theclissroom, a program

is designed for the child to take back to, his classroom to develop the needed

skills.. In the early days of the program, a counselor would take over the

teacher's classroom whil the-teacher came to the Center and worked with the

staff until he/she was ckfortable with the program. In those says, very few

of .the regular staff kh44 anything 'about programmed,materials, or using tape

recorders (4-language masters, or any-other_hardware. What_the_siaff. didwas

to vc 1 with those teachers willing to try these new tools, and then they

she. information with each other. It was a gradual process, but more and

more teachers were willing to try new things. Says 06mong,

Our stance was that:we were just going to do everything possible to
make sure that good things. happened to the teachers who had handicapped,
kids. We put every; resource we had into making new efforts 'successful,"
and we said nothingiabout that to: the rest of the staff in the buildings.
Pretty soon,.a teacher would say: "Why can't I have a language master?"
And we'd say,, "Why hot?"

One of the major reSponsi1)Tities of. the counselors in the early daYs was

parent public relations.f Parents were encouraged to observe; sometimes it

was mandatory. VOng,tightly sequenced programmed instructional materials

such as Sullivan izeading'Programs, the parents could seethe progress their

child was making on a Oily basis. For the first time in:his life, perhaps,

a child would bring books home and read to his parents. 4At every step along
;

the way the parents kneW about the problers that the school was experiencing

With their child: what had been tried and what other, alternatives were available.

The parents were a'part,of the planning process in the early days. Every

major change in the child's program necessitated a parent.,child-teather
. .

conference. That has not continued in the same degree in the present, due t

the time pressures on the counsel.
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The Problems

Fromong sees their major difficulty-as their inabilitrto come up with an

efficient and effective enough iriservice training Program for the entire staff.
,

The stratfgy worked reasonably effectiyeltwith the key people involved in
.. , . 1

t,
direct service to the-handicapped

students, but.Fromong has been unable to

resolve the curriculum and system changes necessary to incorporate the changes

in this program into, the whole system. One ,orthemajorstumbling'blocks has

been the difficulty in getting a handle on the intervice training programs of

the regular system- -to find ways to encourage regular staff to keep' informed
4abuta,

111,

what was. going on in the program:: At the child's level,, this split is'-
, .

.

no Jelt; the ttruggle.goe5 on-at the building principal, supervitors; and

curriculum level.

Another prOblem--not uncommon to all prOgrams--is that, because of. the'
. /

way specialt education funds are specifically allocatedorobably the kindest

thing that can happen to any child in the system-is to be identified as handicapped.

As special education gets richer, and regular education gets poorer, a"lot of

new problems are created, one of which is that'the demand for services is

always directly proportional to the quality of the Oogram. One of -the things

that has nearly broken this
program is that, although they set out to deal with

a reasonably hard-core populationof handicapped children, agreeing that they

would extend their services, as time became available; to marginally handicapped

children, the regular system began to liew them as a panacea' for all problems.

At one time they were working with one out of seven or eight children in the

elementary program. This was fide for the children; but it took the pretSure
.

/

and incentive for change off the regular education syttem. Aslong as special

education operatei as a safety valve, there are no incentives for changes. in

inservice training programs, or 'in the responsibility of the district for education

of all the children. __The reason for thit ranges from state directives about
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hoW money is made available to prpgr ms,-to how btctding principals get

tallocations for staff, etc. At pres t, the. program is simply servicing far

more children than-ern the spirit or the letter of the law Would peraiit.

This is what has created the current upheaval in the prpgram.
, .

A final problem,

of who the building

a change

In times

and a major one, according= to FrOong, was in-the choice

counselor would be. The buildinO'counselor was trained as
1 , .

agent. Change in any system Creates an element of.threat and suspicion.°

of threat the tendency is always to look to _the past - -to how itlwas---

rather,than to the future--to how it might be.. "One of our major problems

and one that we only partially succeeded in was in establishing a'climate of

trust between the .administration, the counselor, and the. rest of the special
. -

services personnel. Much more work needs to be done in this. area.

The Successes

That Franklin Pierce 's program has been a success, according to the

standards its initiators set, is undisputed. When-the state's audit team

visited, they were disturbed becausethey couldn't see a handicapped program.

The children were invisible; they had been absorbed into the regular.eduLation-

al system: And that's what. the staff had set out to do.

At the end of this fifth program year,all children who hod been in self,

contained classrooms now have returned to and are maintained,in regular class,,

rooms. Children who are referred to the Diagnostic tenter return to their

classrooms withoutAiagnostic labels oranYidentification Which would

serve to separate them from the mainstream of education. All children are

potentially candidates for the program, since all children require special

4ttention, and few require an isolated' method of rehabilitation.

At the close of the 1971-72 school year, ttie impact of,the reorganiied
Special Education program upon the Franklin Pierce dlementary schools
can be stated as dramatic. At the close of the 1966-67 school year, the
last year of the traditional Special Educatfon program, 82.children were
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maihained and served by .19.5 full-time equivalent Special Education
staftmembers. At the end of the 1971-72 school Year, 22 FIE staff
members supplied major educational, support to 367 children. This
represented 8.§ percent of the total elementary populatioh.A

An indicator of.outside response to the program can be seen in the number

of "compassioniate transfers" from the military. If a m71itary family has a

handicapped child, and there are no facilities for the education of that Child

whe.re the family is, then they may apply for a compassionate.-tranifer-to a

place where there are such facilities. Twenty swot, children a year come to

Franklin Pierce on compassionate transfers.

An insider's view of 'the program `s success .is stated by Marie Korsmo.

a counselor:

When I came here I was told not to label or worry about labeling children,
but simply to teach the children. And the teachers and I have so'rt of
forgotten about labels; we've dealt with,'-children as they come, with their
Patterns of weaknesses and strengthi: When I first started I felt I had
to have-my own resource room, but I soon closed that out so noW in MY
btiilding no child ever leaves his 'own locale for any kind of program. And
any program he has, he does right in his own tlassroom. There's no' pull-
outs. I view my role with any of the teachers in the buildirtg as a team
teacher. These are strom teachers, and we're just teachers together.

'Evaluation 1

The Foro_gram has been service-oriented ,from its inception. There have not

been funds nor time for hard evaluation or basic research. The research that

was necessary related to data for decision 1110ing and Most of the data collected

were of a descriptive nature related to instructional or system objectives.

In 1966,- a zero-reject model was unique and controversial. The skepticism
surrounding the Model necessitated some formal evaluation at critical
points along. the way. The most critical of these times occurred midway
througl) the second year of operation when the district had to commit itself
to extending the service to Viet entire elementary. population, or to
retaining some self-contained classrooms. At that,,, time, the State
Department of Special Education funded a one year part -time research
position to assist.the district in an evaluation.J

r
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I.

This evaluation was copiAleted in 1969 and no f.rther studies have, beeh

done.

"- the original objectives were Stated as institutional 'or system

b6jeCtives." That these have been accomplished at the end of the fifth

-year of op(ration is demonstrated by:'

1. The lack of any 'sblflcontained, classrooms that require educating
Children On-alermaneht basis oUttide the mainstream of the regUlar
classroom,

2.. The greater numbers of children repres6nting a greater array of
academic and behavioral deficiencies served,by the regular clasirbom
and supported by the Special Education staff. Significantly, too,
With an emphasis on early identification aneremediation, the child
received Assistance without any attachment of a classical psychiatric

, label.

3. The existence of a vast repertory of individualizedinstructional
materials available not only for Diagnostic and Mini-center use, but
available for use by any teacher in the Franklin Pierce system. There
also.exists a broader array of alternatives available to teachers to
meet the individual differences dtsplayed by children in the classroom.

4. The availability of 'several management alternatives to any
elementary teacher. An elementary counselor-interventionist who has \\.
received extensive training is readily available to observe and
consult with Any teacher regarding a.' variety of educational delivery
systems so that exceptional children can be better mainWned,and
understood by the regular Classroom teacher.

5. The demonstration by the Special Education staff that large numbers
of children, exhibiting a wide spectrum of dysfunctions could be educated
on an individualized basis, resulted in many changes in the elementary
curriculum. Most significant perhaps is the incorporation of procedures
demonstrated as feasible into mu,:-r components of the district's U.S.O.E.
funded Experimental Schools Program."q

Conclusion

Jihether this program: can make the adjustments necessary to the'

accountability measures required by the state, in a manner that allows

them to retain the basic tenets of'their philosophy, is at issue right now::

Now Franklin-Pferce evolves an answer to this problem may well.be a sign-
.,

post for the future of other special educatidn programs.

.4;
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FOOTNOTES

1. Fromong, T.D., and Engelsen, L.G. "The Franklin Pierce Project in
Special Education, 1967-1972." Mimeo. July 1972, p. 10. Available
from the authors.

2.. Ibid., p. 15.

3. Ibid., p. 16.

4. Ibid., p. 17-18.
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ROLES AND STRATEGIES FOR INDIVIDUALIZATION

Individualized instruction succeeds where teachers have a multiplicity of

skills and an, abundaficelf confidence. They believe they can do it, and

they set out to do so, often in spite of past experience or present intuition

that discouriges'their attempts to personalize programs for 30 children.

Where the)*,ole of the specialist - be he/she resource teachet, psychologist,
1 ,

speech therapist, diagnostician or social worker - is designed to offer real

support to that classroom teacher in his/her efforts to individualize, an

atmosphere conlucivt.1 to change is created. If the specialist brings with

him/her new tedhnigues and the desire to share them, the chances for the

regular classroom teacher to personalize instr c ion increase considerably.

When.the resource people function.As a team serving the classroom teacher,

combining skint and energy with demonstrable respect for each other and the

childr,en, then the needs of all the school people to experience growth in

their lives will be met, not only in the classroom but throughout the school

building.

For many years, specialization was a hallmark of.education for the

"4apdicapped. Roles were stringently defiged between specialists and general-

ilts, often with the result that a barrier was created between the two.

Tensions andlaineffective communication resulted where specialized and

regular teachers expressed feelings of "my" children and "your" children;

Team teaching, open space schdOls, peer and cross/age tutoring,

and multi -aging of children have helped to break down rigid role definitions

and cl)sroom homogeneity. Flexible role definitions and heterogeneous

classroomS seem to be of great Value as aids to personalizing instruction.
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Similarly, programmed learning, precision teaching, behavior modification,

and diagnosis and prescription are techniques and strategies that also

facilitate planning and carrying out individualized programs for all children

and frequently offer useful fee/dback for evaluation.

These different approaches 6c-individualizing instruction are discussed

in.khe following paper4% The first describes a university-based efning

program at George Washington University that defines/ the resource teacher as

a crisis interventionist, skilled in handling immediate disruptive or traumatic

behavior, as well as ongoing, long -term academic disabilities and handicaps.

The crisis-resource teacher knows how to model communication between children

and teachers and attempts to'find alternatives to negative interactions and

routines. Although the crisis-resource teacher is only one person, he/shelcan

generate a team situation as classroom teachers become convinced.Of the value

of his/her methods foc handling both crises, and less dramatic, tut daily, problems.

The second paper describes an organizational dilemma. How does one keep

track of children who enter a school ndWhere near their age-mates in ability

level, and who may leave,six months later? An elementary school on a military

reservation in Fort Lewis, Washington, uses precision teaching, continuous

assessment, and team teaching to provide the kinds bf experience that will allow

each child to pick up skills at exactly the point where he/she is deficient,

and progress through the academic tasks at a pace conducive to his/her particular

led,rhing style. An organizational system combined witch a high degree of adult

cooperation provides an impressive picture of individuali7ation under diffiruli

circumstances.

Diagnosis and prescription is a route chosen by many educators who

pursue the goal of personalized instruction. in the third setting

described, in a school in San Jose, California, a team'of three (resource
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teacher, learning disability teacher, and speech therapist) work as

one to identify,rprescribe, implementiandevalOate learning plans

for handicapped children. They may pull a child out 'of the classroom for

work, or go into the classroom and work with the child there; they may teach

the teacher how to diagnose and prescribe, or they may work up the plan

themselves.' Each decision is dictated by the spepific needs of the c ld.

This paper presents a case study of one child's progress in readingwhich

we thin(( will be of interest, given the prioriity and stress thatbur public

, schools place upon the mastery of reading. ,I

Open space schools have fostered innovat/ion and chaos, experimentation
. ,

/ . ..

and despair. Now a teacher 'reacts in ap open space setting is often a direct

result of how well she/he has been prOared to tope with the number of new

problems or challenges the physical/Setting presents. Under good

circumstances - where the principal is cognizant of teachers' needs, where
:

teachers are mutually supportive and skillful, and where the children feel
/ _

.

encouraged to pursue learning in their own particular fashion - open space

schools can be extremely interesting environments., The fourth paper, presents

such a place, Brigadoon Elementary chool. With a differentiated staffing

Iconcept, and a low pupil/teacher ra io, pupils receive academic assignments

on a contract basis, and move through skill areas with teachers continually

assessing their performan es. As they meet the specific criteria levels, they

advance to new skills; as t advance, their academic performance is\le'

chartered by criterion tests and timed samples, and decisions are

made about the need for changes in their, programs-to ensure continual

rogress for each child. Brigadoon's teachers have found that the

contractual process, has been the most effective tool for indiVidualization,

and the data generated by this program creates the basis that allows them

to make relevant program changes based on evaluation data.
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The final paper in this section describes a method of mainstreaming .

in use at Santa Monica, California, that individualizes programs for

exceptional students' acquisition of skills and behavior patterns, to

t ensure their smooth integration and maintenance in the regurAr classroom.

The engineered classroom is a well-known model of behavioral contingency

techniques replicated in many schools throughout the country.. Th

teacher in the engineered classroom As a specialist in managing the

total classroom environment, and each student within it, to shape

behavior and raise skill levels required for regular class 'attendance.
)

Assuming that all children are at all times ready and able to:learn,

regard)ess of their handicaps, the engineered classroom is perhaps one

of the more/complex designs for mainstreaming, and certainly one of the

more controversial in the field. Reactions to the highp structured forms

or teacher/P-601 interaction vary from enthbOasm to outrage. 'Drameiic

responses aside, the engineered classroom is a significant contribution

to successful strategies for mainstreaming.

135



/
The role of the resource person ie defined in the master's program at

Ceorge Washington UniVersity as one who is skilled in maintaining handicapped
children in regular classrooms through uae of direct, immediate intervention
iechniquee with children in behavioraZ or academic'trouble, and follow-up
consultation with regular classroom teachers to create a strategy for mainstreaming.

CRISIS RESOURCE TRAINING: THE GEORGE WASHINGTON UNIVERSITY*.

Merle Van Dyke, Director of the Crisis-Resource Teacher (CRT) Model

Research Project, and Assistant Professor of Special Education at,George

Washington University, describes the qualities he seeks in a candidate for a

masters degree in the CRT program:

FlOok for someone hungry for change; someone 4vith a high physical
and psychic energy level; someone who tends to live a relatiVely
open life and who faces problems directly, an experienced teacher
with a reputatIon.for individualizing instruction within the-class-.

rooni Then we lay on a heavy dose of training to reinforce these
qualities. We use a great deal of questioning, sensitivity training,
and self-examination.

With emphasis'always on the human interactiodS, the program trains CRTs

in the necessPry skills to serve an entire school population, i.e., diagnosing

andsremediating learning difficulties; choosing relevant teaching materials;

practicing parent counseling and family dynamics; knowing how to apply the

principles and practices of behavior modification and contingencymanageMent; and

understanding systems theory and practice as it relates to the public School

system.

.4

The,range of services that the CRT offers to children, teachers, and

administrators emphasizes "direct, immediate intervention service to children who,

at any given moment in time,'experience academic and/or behavioral difficulty."'

'*Contact person: Merle Van Dyke, Assistant Professor of Special Education, The
George Washington University, Washington, D.C. 20006 (202) 676-6170
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The crisis teacher, programOs designed to give this periodic, limited
help to a child at those specificItimes in the child's school -life
space when his/ r needs'are such that some extra (to the regular classroom
program) resourc is indicated. For some children this extradsupport
may be needed for nly a 10-minute period of time; for others, the time
necessary may be an hour or two, or perhaps the remainder of the school
day. On are occasions, the child may need the services of the crisis
teacher f r two or three days; howeVer, it must be realized that no child
is "placed" in a crisis program because at that point the program is no
longer doing what it is designed to do, i.e., to give temporary, periodic
help to trouble0 children only for the duration of time when this extra
heir, is needed. 4 '

Within the network of mainstreaming the role of the resource teacher_13_

'identified as critical, but his /.her particular duties are often left purposefully

flexible. In this training program the resource.role is highlighted as a specific

dynamic function that exists to produce "change in general educational practices

particularly as they relate to meeting the special needs of any and all children

regardless of how-those children may be categorized. "3

'CRT Training

Mary ell is Acting Coordinator of the 1973 program while Van Dyke is on

leave to he District of Columbia as assistant superintendent of special education..

She explain that since the CRTddoes not want to pull the child out of the classroom,

bid does want to give aid to children with specific problems, each CRT 'defines

what it is she/he does or does not do, in thi following terms: 1. Does what I'm

doing allow the child to stay in,the regular classroom? 2. Does it change the

regular classroom so that the child can profit from it? Says Ms. Campbell:

We try all kinds of ways to effeCt this--a diagnosis and prescription
if that's what's necessary, a tutoring session, ifthat's necessary, ur
sometimes we'll work with d child to Approach a teacher, so that the teacher ,

will be willing to cooperate with us in a crisis situation-. We believe
that crisis is the best time to begin changing things, because that's the
time you can intervene most effectively.

What is meant here is that often those teachers who have not wanted to work

with CRTs become much more supportive if help can be given to then) in even a

single crisis situation.

Training approximately 28 full-time students per year at George Washington
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to intervene effectively consists of 33 semester hours of course work and

practicum experience. Course work involves semirars and small-group discussions

(there are no large lectures),in educational programming for children with

behavior problems. A basic course is described in the following terms:

...ecological considerationVof the child in the school setting:
examination of historical and contemporary models in special .edu-
cation; family dynamics and role theory; communicated expectations and the
behavior of children; self-concept and its educational significance.
[One course emphasizes] clinical teaching of problem children and
offers instruction in planning educational programs for special
education children in regular classrpoms. [Another coursb offers)
psychoeducational diagnosis of.children with learning and behavinra1
difficulties, [and deals with]research methods and procedures and
the interpersonal dynamiCs in special education.

There are also group discussion courses designed to increase the students'

self-awareness and their sensitivity in relating to others.

The first semester the student works ,2 hours a week in a public school

with a. CRT. She/he is observed weekly by 'a member of the university staff and

she/he,meets weekly in small-voup seminars to discuss experiences with fellow

students. The second semester, the student will spend the entire work day in

a public school, either setting up a crisis resource program, or working along-,

side of a graduate of the program. Seminars are held again after the elementary

school hours for' the purpose of discussion and problem solving. Diagnosis,

assessment, and remediation experience is also gained through work at the Child

Study Center at George Washingtcn. Children throughout the D.C. area are referred

to this center for learning problems, and the CRT student is assigned one child for

whom she/he designs an educational remediation plan. The student can take as

long as necessary to establish a plan that works for that child.

The CRT Within the School

The schools in which a CRT trains and works are often characteilzed by a high,

degree of transiency and behavioral problems among the children. The number of

one-parent familieS is high, and, for the most part, communication between the ,
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school and the home. is not good. Philip Benincasa has been principal at Silver

Hill,Elementary Schql-, Prince George County, Maryland, for three years. In fall,

1973, the school chapged from a 12 percept to 38 percent black. population, due to
.

.

boundary changes drawn to effect racial integration; 174 white children'left the

school; and 94 new black students entered. The schoollopulation had been tradition-

ally middle-class, as were the teachers. In the first two months, BeninetWchaned

programs five times,in an attempt to alleyiate the severe problems occurring as a

'result of teachers and children "engaging in a test of wills that did neither groUp

any good." Nancy Gibson, the CRT at this schOol, spent mach time at the beginning of

!-the year putting an entire sixth -grade class on a behavior modification schedule.

Ms. Gibson says:

I would haye seen the same ten kids in my resource room'every day-from that
one class, if we hadn't decided to reorganize the entire classroom. After
several months we were-able'to reOlaCe a token reinforcement schedule with
verbal reinforcement.

'Benincasa says that the implementation of this technique made a dramatiC difference

in that classroom.

Where Nancy has had cooperation, from theclassroom teacher, the amount of
classroom turmoil has been virtually eliminated.

But he also adds:

The problems have been so massive here that the full impact of the CRT hasn't
Veen felt.'She offers help and those teachers who are receptive have grabbed
forthat help; those whO don't, pay such an emotional price (4 terms of trying
to solve all their problems alone), that they, too, eventually come around,

Ms. Gibson's presence has also helped those teachers who wouldn't report prob-

lems because they saw that as admission of failure on their part to handle their

classrooms. Now they feel freer to admit mistakes. The greatest strength of the

George Washington. program, as Benincasa sees it, is in their initial screening process;

most CRTs are mature people with teaching experience.

The daily work of a CRT will vary as the needs of the school population

demand. The crisisresource room is cenUally located in the school/building
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so that it is easily accessible to all children. 'The nature of the CRT's

rolenof always being available results in many children seeking out tha CRT- -

during recess, at lunChOme, or for "reward" after wor. in their regular

classrooms. No children are regularly scheduled to the'room, although the

CRTIray see some children on a somewhat regular basis for a\short period of time,,

Nancy Gibson's daily work begins by looking at a child Wi#itn the total

school framework and by'helr.ng the teacher to view the child t way.

Before my CRT training, I used to trust that the classroom teacher
knew what was best.for the child. But often teachers\have.jus as much
to learn as children, and they.can't really tell you what's w.ro g. SQ
I test and observe!a child to arrive at an evaluation of the pro lem,
and then I plan daily or weekly lessons.for the child, if the.tea htr,
doesn't know how to 'do this. Gradually, the teacher will take over
making worksheets,,writing daily or weekly objectiVes, and evaluati n
forms. I tailor all my suggestions to the goal of working with the teacher.

At Glenallen Elementary School in Montgomery County, Maryland, 70 percent

of the children have one-parent families, and many live in a low-middle income

housing project. The transient population causes much frustration to the prin-

cipal and teachers who are trying to provide the children with a place to mork.out

some of their problems, in addition to acquiring the basic skills they need.

Kandi Hutman, CRT at Glenallen, was a.classroom teacher for five years before

returning to graduate school at George Washington University. She had become in-

creasingly dissatiSfied with her own lack of growth and her isolation from other

adults during the normal school day. At George WashAgton she says she was,

...thoroughly.sOaked the philosophy. .and came away with real skills in
analyzing problems. ecause of the ideas I suggest and the approaches that
I take, I can give t achers many more alternatives in any crisis or learning
situation.

Kandi Hutman will have a student intern from George Washington.in the fall to, help

her with the substantial number of crises and daily problems she will face. The

intern also will become a confidant, because Ms. Hutman realizes the importance of

not establishing alliance's with the,everal teachers and oi3her specialists in the

building. The CRT can experience loneliness and isolation if the school setting
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is a difficult one, and she /he has to maintain a position of availibility to

everyone and intimacy with no one.

A teacher at Glenallen described her impression of the way Ms. Hutman

works:

Kandi tries to help teachers understand that there are different ways'
of dealing with children so that they experience success. To be truly
effective in this.role, you'can't have allies in the school r that would
alienate some of the staff. Ws imrortant to know the informal pewer
structures in the school, and to be :Omfortable with the knowledge that'
you won't_have all the answers.

,Fanchon Silberstein is the CRT at Thomas Jefferson Elementary School'ln

Falls Church, Virginia. This is0 four-school system in an affluent white

middle-clasl .irea that does not experiehce the high student tc;nsiencY rati

of some neighboring communities. The staff turnover is small, and the. teachert

are encouraged to visit in each others' classrooms and in other schools. The

principal, librarian, or physical education teacher take over classrooms so that
6

the teachers are free tb do this. The staff is organized in teams; the leaders

of the teams meet with. the principal.once a week to share ideas and decisions.

Ms. Silberstein is also present at these meetings and uses the time to talk to .the

. teachers abdut general ideas and plans.
x .

, We try to provide a positive environment and I encourage people to keep
talking until they begin to see how they can solve their own problems.
What the teacher does has everything to do with how a child behaves.

M. 5ilberstein's room is set up as areward situation, as 14 Ms. Hutman's,
. ..

Every day,at recess it's open to a different classroom to use fo games, drawing,`

painting, etc. There is a "feeling wall".where,children are enc raged to write

'about things they like, or feel strongly about. The room also serves as a cooling-

out place for children who need some time.oUt from the regular classroom -a place

to be quiet for a few minutes, or to be with\an adult and receive her/his total

attention.

A fifth-sixth grade teacher at Thomas Jefferson comments:
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I'm extremely tuppertive of the CRT program beCause I've seen it work
A .well. I Lite it in a crises when I have to get a child out of the room.

It lets the child ceol,out when he 's not feeling OK, and helps me to
calm down.'1 also use Fanchon.as a resource when I don't know what to
do. I feel like I'M working as a team' then. Fanchon's built up a'
rapport with kids; they know she'll be fair and that she'll listen to
theM, but that they can't play.her against their classroom teacher. And
she's very flexible about receiving kids. Sometimes there Jirst isn't.time
to write a note explaining why I'm sending a kid down to her, and 1
appretiate the fact that she's flexible about that.

An evaluatibn of the CRT program 4t George Washington' University finds

thAt:

...if maximal benefit is to be realized by the child, there must be
continuous dialogue among all professionals concerned with the child's
welfare. We feel so strongly about this point that we suggest to
most schools who are setting up this kind of program that they build
in 4,rule that says that the crisis teacher and the regular classroom
teacher mus't communicate with-each other before'he end of the cid),
,(or the biOnning of the next school day) about the children who have
been referred to the crisis program.4

Evaluation Procedures

Evaluation of the training program is based on 13 goals. Methods used to

ascertain students' achievement of these goals include a self-concept scale,

pre -post training data collection, independent ratings by university staff and

school-based supervisors, faculty constructed.achievement tests, and studentS'

anecdotal self-reports., Additionally, evaluation of the model is conducted by

a pre-post design at aeasures a school's procedures concerning handicapped

children before and attethe introduction of the CRT model.

"The goals of the CRT training program and the proposed method of measurement/

evaluation of each goal are as follows:5 .

Goals Evaluation Methods

1. To produce a rfse in the self-concept 1) Tennessee Self Conte t Scale,
and feelings-of-adequacy-and-personal 2) In epen LAt u grent of univ.-
worth of each student. ersity staff responsible for student

advisement, courses of instruction,
and practiCum supervision. Pre- and
post-training data collections.
3) Students will submit anecdotal
self-reports on prescribed dimensions
relating to self-concept. Pre-and
post-training data collections.
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2. ,TO produce positive growth in the
perceptivity of the student relative
to dynamic psycho-educational data
on children experiencing difficulty
in the teaching/learnIng process.

3. To produce interpersonal skills
in life space interviewing and
,other interpersonal interactions
with emotionally disturbed.and

children with behavorial problems.

4. To produce knowledge of curriculum
at elementary and junior high
levels and an understanding of
the rAionale that placescertain
skills at speCific developmental.
levels.

5. .Te produce skills to diagnose and
remediate learning difficulties.

6. To produce mastery of curriculum
at the level :the stUdent chooses
to work.

1) Independent tting of university
staff, practicum superOsbrs, and
practicum supervising teachers. Pre-
and post-training data' collections.
2) Students will devise an educational
program based on a behavioral descriP-
ti on of a child demonstrating the
ability to collect, integrate and
interpret,psycho-educationaf data 'on
a child. Pre- and pest-training data
col4ction.

1) Independent ratings by university
staff'and practicum Supervisors. 2)
Independent ratings by practicum super-
misi6g.teachers. 3). Achievement
testing on the principles of life space
interviewing. 'Pre- and postb4aining
data Collection.

1) Student must set up reading and
arithmetic curriculum at 1st,. 3rd,and
6th grades demonstrating appropriate
sequential curricular tasks. Pre-

and post-training data collections.

Each 'student will be -responsible for
working individually with a child over
time in the Special Education Child
Study Center located in the Department
of Special Education. Biweekly progress..

-\ and difficulties Will/be written anecdo-
tally by the student and project 'staff.

7. To produce skills needed in the
creative manipulation of existing
services of a given school or system
for purposes of meeting individual
needs of emotionally disturbed
children.

8. To produce working familiarity with
existing and historical models of
special education.
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Student will engage in appropriate`
tasks in conjunction with the
Instructional Materials'Center
requiring written, reports on this

dimension.

Student is involved in practiCum
experiences on a year-long basis
in 'a pgblic school. Monthly written
anecdotal reports on this dimension
will be submitted by student and
practicum supervisor articulating
strengths and weaknesses over time.

Faculty constructed achiever...mt test
administered with pre- and post-
training data collection.



9. To produce working knowledge of
teaching materials and media relevant
to the student's chosen level.

10. To produce knowledge and skills in
the theory and practice of 'parent
counseling and family dynamics.

11. to produce a qorking knowledge of
`lsytem theory and practice as it
relates to the public school sytteme
parti)cular emphasis' is on the produc-
tion. of'Ositive change in UR! .

culture of the school..

12. To produce consultative; inservice
training skills which the student
can use in protess over time with
regulatlassroom teachers, admin-
istrators, etc., in,the student's
follow -up work with the source'of
referral of a problematic child.
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Student will submit monthly written
report on new materials and media
about which he has learned; reports
must, demonstrate that the studer1t
has working knowledge of-how to use
the materials and media reported.
(The Department of Special. Education
houses a funded Special Education
11C /PMC in the same building as the
Special Education 'Child Study Center:
in, addition the School of Education
IMC is housed in the same .facility as
the SEIMC.)

1) Faculty constructed achievement
test on the theory and techniques of
parent counseling and family Aynamics.

Pre-= and post-triining data collection.
2) each student will be assigned
experiehcps in parent :ounseling-usually,
with the parents of a child with whom
the student is working in his peacticum
assignment. Student will submit. taped
.reports following each session which ,

wiT1 be evaluated by university' practicum.
supervisors.

,i) Faculty constructed achievement
test son the theory and principles. of
change production. Pre- and post-
training data collection. 2) Each
student will be assigned to year-long.
practicum experiences. Monthly,anecdotal
reports will be,written by student on
this dimension relative to student
strengths and weaknesses. 3) Specific
positive changes inthe system of the
schoOl to which the student is assigned,
and which are attributable to the
student's work will be aocounted for
by the master, teacher with whom the
student works.

1) faculty constructed achievement
test on .the theory and practice of

consultation skills in.public schools.
Pre- and post - training data collec-.
don'. 2) Written monthly anecdotal
reports by the student detailing the
student's strengths'and'weaknesses
on this dimension.



13. To produce working knowledge of the
principles and practices of behavior
Aodification/contingency management
theory and practice.

1)Faculty constructed achievement
test on this dimension Pre- and
post-training data collection.
2) Written anecdotal reports.to be
submitted at the end of the 1st
and 2nd semester on this,dimensInn.
by the student and university
practicum supervisor detailing
strengths and weaknesses in the
student's procedOres..

The Future

The CRT ,P'rogi^aM will graduate 28 students.in 1973. Some of them may not

assume jobs:as CRTs, but may become assistant prinCipals or regUlar classroom

teachers instead.' Van Dyke does not count this is'a loss since the role of

assistant principal is often one directly responsible for dealing with behavior -

al problems. With training in CRT, a graduate can spread the philosoilly as

well as implement the concepts as either assistant principal, or classroom

teacher..

The program is not likely to expand greatly at George Washington. Van Dyke

says:

We couldn't expand and still keep the variables controlled. I feel that
the model is generalized, but no one does it the same way we do. I now want
a modviar curriculum design that allows us to work on specific areas
better. We will more to a performance, competency-basedtraining, and
most 0 the thinking and planning for this is already done.
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FOOTNOTES

1. Crisis-Resource Teacher Training Program, Fiscal Year 1971. f1nai Report,
The George Washington University, Department of Special. Education. p. IV.

2. Van Dyke, M.G. The Crisis-Resource Teacher for Behaviorally Problemd
Children. Mimeo. The George Washington University, Department of Special

, Education. March, 1968, p. 2.

3. Final RepOrt, op cit., p. IV.

' 4. VansDyke, op cit., p. 3.

. Evaluatioh of the Crisis-Resource Teacher (CRT) MA Level Training Program.
Mimeo. The George Washington University, Department of Special Education.
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Yeqcher-developed assessment packages enable the staff at 'an elementary
school in Washington to devise an individualized program for all students.
Continuous assessment measures are used to maintain close supervision of
students' skill acquisition, and extensive use of peer tutoring creates an
atmosphere free of stigma for the large numbers of children who are functioning
below grade level due to continuous transfers of their military fdmilies.

PARKWAY ELEMENTARY SCHOOL: ORGANIZATION FOR INDIVIDUALIZATION*

The integration of mildly handicapped children into the mainstream
of public education is not one of our objectives. It happens, and
we're aware that it happens, but it's not the focus of this program- -
it's just tangential. An educational approach,that assumes children
fundtion at many different learning levels con accommodate handicapped
students without even focusing on that goal.

So speaks Don Ellis, who has directed his energies toward instituting a

program with a place for every child, during his nine years as principal of

Parkway Elementary School.

Parkway Elementary School is located on a military reservation south of

Tacoma, Washington. There are about 400 children in this school and every one
.11

of them has a father who is an Army sergeant. They travel a good deal; the

turnover rate in the school from Septem4er through June is about 55 percent.

These youngsters have attended school all over the world, and the diversity

of achievement within one age grouping is remarkable. If these children were

given some intellectual assessment tests, Ellis speculates that a sizable portion

of them would fall into a subnormal category. But rather than administering

tests and categorizing the children according to standard assessment measures,

Don Ellis made some specific decisions about the competencies he wanted the

children to acquire. Since some of these children come to Parkway with gross

basic skill dysfunctions, the first instructional areas to be focused on are

language (reading and phonics, which is taught as a separate skill), math

(computational and modern math skills), handwriting, creative writing, and .

*Contact person: Donald K. Ellis, Principal, Parkway Elementary School,
41st Division Drive & Ohio St., Port Lewis, Wash. 94832 (204) 968-2440
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spelling. This takes up a little over half of the school day, which is

very structured. The few hours that are left are tagged for freer, more

creative, less structured activities.

In each basic skill area, the staff set up their objeCtiVes and the

learning sequences required to meet those obj6ctives, and they established

assessment packages to test achievement at each level of the sequences. They

used both commercial materials which they adapted to-their needs, or they

wrote their own materials to transmit each step of the seqUence. And they

instituted the evaluation procedure of continuous measurement. Says Ellis,

I invented a display that children can use themselves. Every-child

in the school, from first grade on, charts his own responses in the
basic skills. It takes two 10- to 15-minute sessions to teach them
how to do it. The chart is theirs--it doesn't belong to some adult,

it stays with them. This doesn't mean the children-set their own
goals. They have some choices--they can choose how to learn the
vocabulary (with a peer, to use language master cards, or other alter-
nate ways), but they don't have a choice, whether they're going to learn
the vocabulary or not.

It takes some children a very short period 6f time to master a skill,
and some take a very long time. We don't get excited about that as
long as the data show that we're getting movement in the proper,
direction for the individual, and that our overall efficiency is better
than it was under previou1 systems. We have the baseline from previous,

years to indicate this.

The school is organized into four teams, three are instructional and one

is a support team, which consists of all the itinerate personnel, including a

counselor who is trained along the interventionist.model. One instructional

team can serve the full range orgrade levels in the school. Designation of

grade levelS are used only as a help to parents. Ellis doesn't want to have

to spend a lot of his time explaining why he doesn't have a third grade. it

doesn't make any difference to him what those labels are, only the functional

progress of the youngster is important. Each teacher team may be composed of

from three to Six staff members (K, 1, 4, 6th grade levels, for example), and

one aide. Children are assigned throughout the school in the skill areas--
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one level may have three teachers if that's where a lot of children e;.e,

or ono teacher may have three levels if there are fewer children there.

Children 'are,nOt Just assigned to teams, but to inavidual instructors,within

each team. These are very mobile; 50-60 children' a day move from level to

level. If one tem getsloaded up with children, a number of aides will be

moved to help them.

The first week of each school year is spent in doing assessments in each

of the basic skill areas. During this time, the children learn hoW to use'

a contract, how to do their own charting, how to take a timing, and the.

generalizea classroom management tecilinques that are standardized throughout

the school. Ellis explains,

You can't have children moving from room to room with the classroom
rules constantly changing--so all those techniques are standardized
througllout the school. The children are assessed and placed in their
initial group. The assessments are, usually 10-20 percent inaccurate.
We take care of the inaccuracies by letting children challenge out or,
if they don't make it, we Ipassign them to a lower level. New children
who enroll during the yearnre given the orientation and assessment and
placement on their first day.

An example of an assessment kit in phonics allows the assessor to give

the child a one-minute test from the simplest to the mosecomplex levels

(vocalizing letter names, saying sounds, shaping vowels, consonants, blends

and digraphs, dipthongs, irregular sounds, syllabication, and testing advanced

phonetic rules). In the simpler levels the child 'must get 30 letters or sounds,

correct, with no more than two errors, in a one-minute testing in order to pass

to the next level.

Because the students arrive with such a wide range of competencies,'it is

not unusual to see an 11-year-old 'child and an eight-year-old working at the

same level. There's a great deal of peer instruction. For example, when a

child finishes the last level in phonics, he/she is trained by a counselor to

instruct,oth'er children two or three periods a week. Many of the instructional
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materials are set up for peer instruction.

This is the first year that Parkway has been formally organized with a

team teaching structure. Although they have always had a lot of trading off

of children, they haven't had this amount,of movement before among the children.

To prepare the teachers for this structure, they held two one-week workshops

during the summer, where everyone developed more instructional materials. What

were teachers' attitudes toward movingto team teaching? Ellis says they arrived

at a consensus that this was what they wanted to do. Each individual teacher

was given the option to continue at Parkway, or to be transferred with honor to

another school. No one chose to be transferred; everyone signed a written

commitment to the program.

Parkway is a traditional, older school. No,walls have been removed, but

the halls are completely carpeted, which allows 10 perCent more instructional

space. Children move easily between the classrooms and the hall; and during

the four instructional periods every morning they,move-to different classrooms

for reading (one hour), handwriting (20 minutes), phonics (40 minUtes), and

math (45 minutes). The afternoon is spent in their homerooms in larger-group

activities, such as art, music, social studies, and physical education.
c

The teachers may see up to 120 children'a day, and for. this reason most of

them are very pleased with the continuous assessment procedures,which allow them

to know each day Where each Child stands in,specific skill areas. FUrthermore,

the criteria for passing from one work sheet, or reading level, to another is

clearly. defined - the children know what the standards are and they don't feel

that the teacher is imposing new standards arbitrarily.

Ooe of the most noticeable characteristics of a classroom at Parkway is

the amount of informal, as well as formal, tutoring that'goes on between the

children. They test each other on their daily work before being "officially"

timed and tested by the teacher. And they feel tremendously pleased when
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someone they've just helped passes his/her test. When the children have

completed their work and need a timing or a checking for accuracy, they ask

the teacher for a "confemnce." She spendsa few minutes with them and is ready

for the next child after she's told them what to move on to, or what to redo.

until it's'right. An aide also moves around, the room helping children who are

having trouble completing their work. One of the teachers comments onthe

:teaching procedures:

We're not precision teachers. What we're doing is,teaching onHan

.individualized basis using some precision techniques: We've pretty
much evolved and developed what we're doing by ourselves. I think

better than anything I've ,ever done-ip the past. It reaches
more students, and I fe'l more comfortable knowing just where they
are at.

ProMinent in every, classroom is a wall-size bookcase containing work sheat3

from levels 1 - 13 in each skill area. Related to the development of some of

these materials is "Program Project," funded bY,National.Institute of Education

under Title III for'fiye-years, to help teachers handlb the wider range'of

students that will be/turning up in the classrooms as a result of Washington's

House Bill-90. By 1973, special'education will only be responsible for the
t

very Aeviant, and regular education will have to accommodate a larger ability

range than they've been responsible for in the past. Program Project, based

at the University of Washington in Seattle, is designed to integrate mildly

and multiply handicapped children into the educational mainstream as much as

possible. There are four teams doing basic research on instructional mate;ials,

programming for severely retarded children, and setting up prototypic models on

now to teach these children without having to put a teacher through a whole

new training scheme to learn how to work with them.

The field component team is at Parkway. They write and test instructional.

m4terials that will help the integration of handicapped children into the

regular classroom. They. ;rite packaget of directions, materials, evaluation

devices, and instruction on how to manage a classroom that will enable the
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teacher to individualize instruction. The tea0ershould be able to set up

a self-managing classroom without any extra training by using these packages.

This firit year the staff is writing the'phonics packages. Next, year they

will then be doing reading, the following years they will be working on

spelling, ,creative writing, and handwriting. Parkway is 'the initial test site.

for the materials, and this is the firveyear of the project.

Evaluation

Evaluation data on student outcomes are presently being collected. No

published evaluation report is available at this time. However, some of the

student data on reading skills and phonics have been made available. These

are in the form of. frequency tounts of students phonics and reading series

. from Sep tuber 1972 to March 1973. Despite a large attrition rate (33 percent

since Septe er) due to a transient student popultion, the data indicate that

students are advancing into more difficult texts of phonics and reading series

adopted by Parkway.

r.
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A teacher's viewpoint of diagnoa4 and prescription is presented.
Mr. .qhimento describes his experiences as one of a team who have chosen this
method for personalising instruction.

DIAGNOSIS AND PRESCRIPTION: A ROUTE TOANDIVIDUALIZATION

Sam Chimento*

Oak Grove School District, San Jose, California

Learning is a communication process. It involves input, processing. for

meaningful association, and output. The basis for all learning is experience.

. EXperience results from the interaction between the individual and his environ-

oent. As Charles RAthbone.pUt it,

Learning is...the result of [the student's] own self-initiated
interaction with the world. 1.

These interactions, always overlap and are never discrete sets of behavior,

but for clarity's sake they can be studied separately. Input refers.to sensory

intake, i.e., the sights, sounds, touch, tastes; and smells of environmental

stimuli. Output.is usually some form of verbal expression or ,gesture. In

learning what to.express, each of us refers to previoUs perceptual experiences

that have already been internalized. Perception is the internalized processing

of sensory intake for meaningful association. It is also the key to recognizing

thaiOlearning is always an individual experience.

Knowlni this4i-trfol-lows that the.more individualized the school environment

is, the more meaningful it will be to the learner. We must create a stude'nt-

centered environment (based on woat we know about how the student perceives)

in order for the communication process between student and his learning environ-

ment to operate at its optimum level.

*Sam Chimento is a learning disability teacher at the Blossom Valley School in
San Jose.
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We believe the diagnostic/prescriptive teaching process is, at present,

the best alternative available to educators to individualize education. The

diagnostic/prescriptive strategy is a collective strategy that emphasizes

learning as an indiOdual experience. It' is in effect a probleA.solving

strategy; which seeks to identify all possible 'resources, and then determine when

and how to use hemmost effectively. It is a strategy that allok for diversity,

even deviance, for it enables teachers to identify where a' learner is in relation

to where the teacher would have him be, }nd-to plan on how-to get"hiM there.

The "where" in the preceeding statement refers to educational goals. The

$

origin of these goals may and probably should rest in the community. The "how"

refers tp the strategies.

V excellent articulation of the difference between goals and strategies

can be found in the Educational Goals Study conducted by the Oak Grove School

District in San,Jose, California. The District defined goal; as community

established priorities, and strategies as the teacher- developed means to re

those goals. A community-wide survey was conducted to establish educati

goals.
2

The results of this survey were presented to district personnel

then became responsible for developing strategies to achieve these goals: One
e,r

goal selected by 'the community was personal discipline and moral integrity.,

This was further defined by goal indicator statements. For example, some of

the indicators of personal discipline and moral integrity were:'

1) , to have the courage to accept challenges, 2) to.'understand the
difference between fairness and Unfairnes,, 3) to have a. personal
set of values and a sense of responsibility t8 those values.J

The goaland indicator statements were. presented to. the teachers, who then

undertook theresponsibility of translating them into performance criteria

relevant to their students'. needs and experiences. The teachers were responsible
4

for developing a, strategy that would provide the student with the necessary

experiences to gain the skills identified in the performance criteria.,
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Blossom Valley School is a K-6 school in the Ook Grove School District of

San Jose. The school opened on March 1, 1971, and is a circular building that

employs the open pace concept with maximum flexibility through the use of

movable partitions. It also contains a centralized Multi-media resource area.

The school staff is orjaRized into teaching teams arranged according to grade

level and a 30:1 ratio of studentt to teachers, so that a grade of 120 students

is taught by a team of four teachers.

Dia§nostic/Prescilptive Strategy

We think most peoplewill agreethat.the strategy is logical. It 14'a

strategy that says "What dp you want to happen?" "To whom do you want it to

happrir "How can it happen most effectively ?" and finally, "Did'it happen?

If not, why? And what now is the most effective way to make it happen?" The

diagnostic/prescriptive teaching, strategy can be simply described as having

four essential elements which are sequential and repetitive in nature. They

are: diagnosis, prescription, implementation, and evaluation.
. .

An adequate diagnosis includes: 1) an assessment of the student's strengths

and weaknesses in'yarious sensory modalities, i.e., visual and auditory

perceptions,, his expressive ability4s evidenced by his,motor integration, and

assessment, of how these strengths and weaknesses relate to school goals and 4

performance criteria; 2) a general statement of school goals stated in terms

of performance criteria, i.e., the child will learn to read and must firSt

master sound-symbol relationships to do so; and 3) an inventory and analysis

of all teaching tools, i.e., "personpower," oaterials, and physical environment.

Diagnosis ciOA not always require soOhisticated testing procedures, and

Such testing, if used, should,be related to classroom behavior. Much diagnosis

canbe accomplis ed'by teacher observation. Assessment of student learning styles

need not be done before planning for every instructional objective. In fact,

student profiles' established early in the school experience may be sufficient

in many cases.
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The prescriptive element of the strategy calls for matching the assessments

and analyses made in the diagnosis with the appropriate .tools and resources

available. It is the teacher's skill at seWcting the appropriate resources

and organizing them in an' instructive fashion that results in the optimum

learning environment for each child.

Implementation is acCoMOliShed by arranging the physical environment as

deterMined by the presCription, and by the management and distribution of

environmental components, i.e., personpower and materials. It also involves

observing and perhapsmonitoring the interaction between the student and the

prescribed learning environment.

Evaluation calls for techniques, or instruments, used to determine whether

tho learner can perform succesgfullrthe criteria specified in the'diagnosis.

If these criteria are met, the entire process is repeated. If these criteria

are not met, the learner is rediagnosed, and an updated prescription is drawn.

Case Study

The following is a case study of aAiagnostic/prescriptive strategy -that

was used in conjunction with the goal of reading.

Frank is a third-grade student who had not progressed in reading beyond

the primer level. The third-grade teacher discussed Frank's reading problem

w4th the Learning Disability (L.D.) teacher. Based on the classroom teacher's

observations that Frank 1) often lost his place while reading; 2) confused the

letters, i, e, b, and d, p, and q; 3) read words in reverse (was as 'sew), the

L.D. teacher suggested a thorough analysis:of Frank's perceptual processing

abilities in the auditory ard visual modalitiesi The speech theragist tested

'Frank's ability to discriminate auditory stimuli, remember sounds, remember

sequence of sounds, and blend sounds together. The I.D. teacher tested Frank's
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ability to establish and maintain a left-to-right eye motor movement,)ra;..mber

visual sequences, discriminate visual stimuli, remember visual StimUii, recognize

spatial YOationships and positions in space. All of these tests were administered

to identify possible disabilitieS related to the observations of the teacher.

The results showed Frank had adequate ability in all of the auditory areas

tested, but there were significant disabilities in his visual perception. Frank

had not established firmly an awareness of left and right, which prevented

him from consistently establishing a left-to-right eye movement, thus causing'

him to lose his place when reading,reverse the sequence of letters in words,

and to perceive the incorrect positiOn in space for letters that could be reversed

without a left/right awareness. This diagnosis resulted in the L.D. teacher

suggesting that the classroom teacher include the following in her programming

for Frank:.

1. Mark an X on.s.,the top left corner of Frank's papers and reading

'material to orient him as to "where to start."

2. Provide Frank with a place marker to help him maintain his place
on the page.

3...Whenever possible, give instructions with an emphasis on left/
right awareness, i.e., "Frank, get the pencil on the right side
of my desk; Frank, get the eraser from the left side of the
chalkboard."

4. Allow Frank to be included in a L.D. group to obtain specific
training, and w*k with materials specifically designed to
establish left/right awareness and position in space.

The implementation of the suggestions made follow9d conferences with

the L.D. teacher, the classroom teacher, and the parents. *The disabilities

and suggested prescription were explained. The parents were asked not to

place any unnecessary stress on Frank at home, by giving him tasks related

to his disability. They were also asked to positively reinforce Frank in

all his successes to help build his self-confidence and self-image.
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Frank was included in an (:D. group for two hours a day for two,thirds

of the school year, and proVided with specific training related, to position

'in space, left/right awareness and yisuil tracking. In all training, direct

correlations ,were established 'with skills required for reading. The classroom
<

teacher did orient Frank through the use of an X on his papers and did emphasize

left /right whenever possible..

Frank.finished the year reading in a 2.1 basal reader. Teacher observation

included''noticeable differences in written work in regard to spatial arrangement

and legibtlity.

Frank's performance in math has been excluded in'the above report, as we,

wanted to specifically relate to ihe goal, of reading. He was also functioning

significantly below grade leVel in math, and the diagnoStic/prescriptive

appiication discussed above included prescriptions designed to remediate the

deficiency in math. Frank finished the year successfully demonstrating how to'

add, including, tarrying, how to subtract, ineluding borrowing, and multiplyigg

C,
to the 9's table.

Implications for Change - Redefining Personnel Functions

As already stated,. we believe learning is a comunic,ation'process. based on

the interaction between the learner and, his environment., Here'we identify the
b

student as the learner and the classroom as the environment. The arrangement

of the environment and its contents are determined"by a variet,Y.,of conditions,%,

. ,

POsical limitations, human capabilities, etc. Onevariable'found in every

classroom environment is the classroom teacher. Typically, the classroom

teacher is assigned sole responsibility. for the academic achievement of approximately

30 students, and has varying degrees of Itonomy to accomplish that task. In

light of this, how can a regular classroom teacher teach 30 students, some of,

whom are "exceptional," and provide individualized prograns for all?
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Most teacher training programs give little or no training in ccping with

the problems attendant on individualized instruction. We are not denying

familiarity with or exposure to the concepts, and terminology related to

individualization, but that does not constitute training.

There are far too,many teacher preparation programs that fail to provide

necessary-experiences. They appear to be isolated from the schools, and

apparently lack the expertise regarding the practical application of theory

that schools badly need. There are far too many teachers willing to state

that their college preparation was inadequate when they'entered the field.

We would like to recommend the development of cooperative plannint3 between

school districts and universities to provide future teachers practical experiences.

This should go far beyond current student- teacher programs in that school districts

would havJ voice inplanning the Kinds of experiences student teachers would

have. This would be advantageous to the district, because it would provide

a constant supply of qualified personpower, and access to current trends in theory.

More emphasis should be placed on management, organizational, and

communication processes, particularly as they relate to individualized

instruction. Classrooms at the university level should be models for

effective learning environments. The lecturing method so common to many

universities is antithetical to the individualized instruction processes.

The clichel"Co as I say and not as I do," is particularly reprehensible in

professional training programs.

In most elementary school classrooms the constructs of the learning environ-

ment are still heavily influenced by the teacher's feelings of aloneness, sole

re4onsibility for student achievement, and security in the traditional teaching

strategies. The motivation to individualize instruction, because of a weekend's

inservice experience, fades quickly Monday morning when the classroom fills up

with 30 students. It is easy to see why teachers retreat to those familiar
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techniques and strategies with which they feel most secure. And those

strategies do result in learning environments that range from highly individ-

ualized in nature,to programs that contain no individualized learning experiences.

The vast majority of classroom environments fall somewhere in the middle. This

range is as identifiable within a school as it is between schools.

When discussing diagnostic/prescriptiveteaching with staff members at

Blossom Valley, we asked "What problems does a teacher face in trying to apply

the strategy in each situation ?" The answers included:

I've never been trained.

It's trial and error, but you learn more about how to do/it all the time.

Materials--we need lots of material's.

Keeping track of who goes where.

Time to diagnose.

Trying to maintain the sequence.

You need a 5 to -I ratio to do it.

There isn't.enough time.

'What about standards.

How do you know how well we're doing in comparison with the rest of the
country?

To those teachers who had made the greatest effort to individualize, we

asked the question, "How are you doing it?' Answers included:

We really go after parent helpers.

We use our paid aide /differentiated staffing concept.

The resource center really helps us in our prescriptions.

Sheryl [the resource teacher]: She, says, "Just write down the skill:
and she plugs them in.

Having you [L.D. teacher] and Ruth-Ann [speech therapist] in the building
to help with diagnosis and provide for special programs.
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It appears the major challenge for regular classroom teachers to learn

to individualize instrUCtion.is related to a new organizational concept. It

means learni6g how to,offectively seek out, organize, and manage new alaterials,

personpower, and teaching techniques to enhance utilization of tie diagnostic/

prescriptive process.

The first grade team at Blossom Valley demonsttated how these new teacher

`shills can haye an impact on program development. For a portion of each day

they employed a variety of strategies to reduce student groupings to approximately

one-half the normal 30 to I ratio. Burin§ this time,the first-grade team of

fo4r teachers organized their students into seven groups for the purpose of

implementing prescriptions desi4d to meet the needs of individual children.

One group was sent to the resource center, which made available small-group or

individual instruction in art, visual perception, auditory perception.; reading,

language arts, math, or science. A secondgroup was programed to work with a

patent aide, who was'provided with prepared materials and specific instructions

or training in .their use. A third group was assigned-to a resource area set-up

within a classroom with apprvriately prepared materials. The remaining four

'groups were each assigned to a teacher for p'rescriptive activities in movement

exploration, science, phonics, or dramatics.

In organizing this program the teachers prescribed the activities for

each group at each location. They rotated groups through each location in

a pattern that al'owed each student to work at each location weekly. Record;

keeping was done by use of a teacher-made pfdfile chart identifying location

. assignment and specific prescription to be implemented. .,

When examining the successes, near successes, and concerns of teachers

regarding utilization of the diagnostic/prescriptive process, we see certain

needs that must be fulfilled, as well as capabilities and competencies that

must be developed:
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1. Teachers'must understand the'rationale behind the diagnostic/
0

prescriptive process, and the four elements of the strategy.

2. Teichers must be provided sufficient, support and assistance to

guarantee some measure of success. This support. and assistance

must be supplemented by additional resources as the level of

personnel sophistication and capability increases.

A. The expertise olf
/
the various specialists in the school should be

readily available to and easilj, uti31ze4 by the regular classroom

teacher. This is the concept of "teaming," which must include the

go,a1 of working together to develop personalized classroOms.

4. Teachers must be provided with a variety of materials appropriate

or multi-sensory learning and they must develop skills to

effectively manage and organize this influx of new materials, person-

power, and teaching techniques.

5. Teachers must develop the ability to observe student behaVior,

particularly behavior which indicates failure, and interpret the

behavior diagnostically, rather then judgmentally.

6. Teachers should workstowa ds creating a learning environment that

reaches beyond the four walls of t classroom to any resource that

might behefit the child.

7. Appropriate record keeping systetis must be developed.

Pupil Services

In the Oak Grove School istriot, the Pupil Services Department is defined

as the department that includes all health services, psychological services,

and special education programs. The Pupil Services DepartNent has significant

amounts of materials, monetary resources, and personpower so that if they

were made available to the regular teaching program, many of the stated needs

of the classroom teacher could be fulfilled. The question Is how to provide for
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this accss without abusing the rights of the identified special education

student.

To do this, the structure of special education departments should

utilize an app;Sich that will most effectively allow for redirecting special
14M0100

education capabilities. It will have to be one that creates new roles"for

special education personnel so 40/y can fulfill the needs presented by both'

normal and exceptional children,

The approach\which appears, at present, to be the best available alterna-.

tive for freeing special education personnel for these new roles is mainstreaming.

.\The'relationshivbetween the diagnostic/pmscriptive process and mainstreaming

is clear. Special resources, personpower, and materials, for individuali/ed

instruction should be available to all children as the need arises. It Suggests

that all children are "special," as indeed they, are.

A

1

The kinds of expertise that have emerged from special programs have,

application'in regular programs. EntrY into the 'regular program of ,Pupil Services

personnel as resource personnel for the entire school would offer all children.

the potential of a more meaningful classroom enyironment.

Special education personnel more.than any other group of educators could

develop the,capability to function as change agents, and learn hoW to deal

with the inevitable frustrations and conflicts that will arise in the wake of

mainstreaming. Spedal,education personnel must not dismiss their, hard -won

expertise lightly, rather they should assume leadership 'responsibility to

demonstrate, train, explain, and further develop that expertise so that all

children would benefit thereby, not just. those labeled special.

Parents

. The implication of diagnostic/prescriptive teaching for parents is that

they must become involved in their children's education. Parents should

participate in the decision- making processes that determine what and how their
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children learn, though they must be willing also to recognize the school's

expertise and responsibility for developing strategies/to reach those- oals.
. ,

It is self-evident that prescriptions can be more effectivelf theechild's

formal learning environment reaches beyond the four walls of the classroom

andtinto the home.

This is a process that emphasizes cooperative working relationships

N,
between home and'school. This cooperation is particularly important in view

of the relationShip between learning,and environment, If the. home and school

environments are complementary and consistent, learning will be enhanced.

Teachers-will ffnd they. bave another valuable resource in parents, and parents

will find themselves actively participating in their child's school experience,

and contributing valuable input to the child's educational growth.

Conclusion

In diagnosis and prescription processes, the degree of a school's

involvement in those process4 is dependent on a number of variables. A

school does not suddenly transform itself into a model for diagnostic /prescriptive

tOthing. You mOdify, you adapt, you project, you anticipate,'.you fail you.

succeed; but you allow it .to happen. Any measure of success we have realized,

at Blossom. Valley has been the result of all of the above.

We did not come together for the purpose of demonstrating diagnosis and

prescription, or to plot a foolproof procedure. All of us are not now at

the same place in our application of diagnosis and prescription. As each of

us continues to explore, we realize even more that it is a collection of

strategies, arid that we must develop effective channels of communication to

.allow for free exchange of ideas, techniques, and resources. .Perhaps more

than a staff structure, it is a staff attitude, a realization that we are

all here to meet the individual needs of the children in our schvl.and.must

work together to that end. The diagnostic/prescriptive process we have described
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is a combination of what we have accomplished and what we 'hope to accomplish.

We-are moving toward more effective individualization using diagnosis and

prescription.
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Anopen space elementary school in Federal Way, Washington, has
instituted a system fbr individkalizing programs for all its studerits
with a differentiated staffing arrangement, and an emphasis on continuous
assekoment procsdures to monitor students' daily performances. Five

credentialed teachers provide educational planning and instruction fo4/
300 children, with the assistance of 15 college interns, 15 instructional
aides, old 40'preschooliNother-helpera. TWo full -'time and one half-time
consultalts are responsible fortrainingl, supervision, and evaluation.

BRIGADOON ELEMENTARY SCHOOL:

INDIVIDUALIZED INSTRUCTION THROUGH CONTINUOUS ASSESSMENT*

When you first enter Brigadocin Elementary School in Federal Way,

Washington, you'are asked to answer a brief questionnaire to rate your feelings

'(positive to negative) about such matters as open concept schooliu contingency ,

)

management of behavior, and continuous assessment of,childten's phogress. When

you leave, you are asked to respcind to the second part of the qastionnaire to

rate your impressions of whether the children seemed happy, if the noise level

was distracting, if you.would want to work in such an 'environment, etc. Like'

many open space schools,Brigadoon is very accessibleto.the observer. Unlike

many open space schools, Eirigadoon Is operating at only half its capacity

(300 students). Because of a relationship with Seattle Pacific College,.

Brigadoon has 15 internsto assist the four teardteachers, as well as 40

volunteer mother-helpers', who functiOn as part -time aides, while their pre-

school children are cared for in a program oriented toward an expansion

of learning activities for three- and four-year olds. Brigadoon's involvement

in the integration of normal and hrAndicapped children came about through a

series of unplanned,.but wt:11-tamed, circumstances.

".ontict person: Eben J. Robinson, Principal, Brigadoon Elementary School,
3600 S.W. 336th St., Federal Way, Wash. 98002 (256) 927-7712
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Vincent Smith, Director of Special Education for the Federal Way School
.

District, had long held the belief that if regular classroom teachers were

taugt4 to individualize instruction- -if they were given the resourcevnd

the know-howthen the mildly handicapped child could be served there, and

the school wouldn't 'need self-contained SpeCial education classrooms, or even

resource rooms.

Says Smith',

'four years before Lilly' publithed his zero - reject model we had decided
_that, if we kept on taking children people couldn't get along with, it
Would be like the hourglass--you'd take them all from One side an4 pUt,
them on another side.

Five years ago, the Federal Way School District disbanded all their serf -.,

contained classrooms and moved to a Learning Center, concept. They had one,

then four, then ten centers among the district's 18 elementary schools.

Smith's experience with the learning centers in one of the earlier open

space buildings was frustrating;

We had many identified special education youngsters arid I was trying to
integrate them into the classroom at that time, but the teachers were
new to the 'open concept school setting--and our kids were getting lost.
We were able to do some nice things in the learning center; but when they
went back to the open conceOtbUilditig, they seemed to lose what we had
built up in the center. So I thougft\-why not make the whole building a
learning center? Then, if we combined that with a differentiated staffing
concept, we would have the people we needed to individualize instruction
for all the children.

Smith wrote'a proposal for Title III funding, "Handicapped and Normal

Children Learning Together.": The goal was to provide an individuaized.program

for every elementar -aged child residing within the school attendance area, with

performance levels 'ranging from those of the mildly handicapped to the gifted.,

The population to be served was 300 students, 15 percent of whom were identified

as those to receive special services in other educational settings.: All chil-

dren were to be educated together; there would be no segregated placement for

special reeds.
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To achieve individualizatiOn for each child, the following concept

were "employed: continuous progress (pupils move through, curricular p ograms

as they met criteria levels); continuous assessment (tire samplas to eh' on

academic performance to be used in making decisions on child's' need for program

change); contingency management (reinfopeement schedule for behavioral and

academic objectives); and diferentiated staff (Princi 1-Director; two and

one-half.conultants, five certified teachers, 15 teac r trainees, 15

instructional aides, 40 preschool mother - helpers),

Smith's proposal was funded, but the school he chose'fprjhe project was

unacceptable to the Department of Education because it did not include enc411

children in the lower 'soc.ioeconumic range. Brigadoon had just opened and its

principal, Eben Robinson, was veiling to take on' the whoble prOject without

advance warning.

The Brigadoon elementary school is situated in a suburban area midway

between Tacoma and Seattle. It was built to serve a housing tract planned for

720 homes. When Boeing lost the TFX and the Supersonic contracts, the area

4

suffered extensive economic damage, which is nowhere-more appatent than in the
t

Brigadoon tract where only 50 of the 720 sites have homes on them. 1

Brigadoon serves .an area larger than the tract, however, and two years

ago the school had scored lower on district-wide ach
\evement Osts than most

other schools in the districL. They had 42 children.who would have tc, be served
...

by. a resource room, if not a self-contained classroom, if sore alternative

program was not devised. And they had Eben Robinson:
A

I had a traditional attitude toward special education. At my previous

school, we shipped kids out to learning centers. I was pretty comfortable
with that because it got rid of a lot of problems, but not comfortable''
enough. Regardless of hOw many of these children you take away, you always
have at least one who is at an extreme somewhere. And that's where you have
to be accountable for what you're doing. When approached to take on this
project, I was intrigued, because I knew it would give us -a chance to
individualize programs with a little bit of money and a little bit of
expertise. Without this program, I would be in- the same passel so many
principals 'are--trying to individualize programs with a traditional 30:1

pupil/teacher ratio and using only volunteers.
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The staff was enthusiastic about taking on a differentiated staff/

continuous assessment approach to individualizing instruction, although they

had very little idea about what they were getting into. They knew only that

they might be able to do something with handicapped children rather than to
,

them. So the Title III program came to the BrigadOen school.

Staff Training

To enable these teachers from°a rather traditional mode to function within

a team structure/that incorporated individualizing required a substantial

retraining and inservice program. Further, when the program began, the curriculum

had to be revised, to that the major emphasis was on training and curriculum

revision,

Jean Smith, consultant to the project, was initially charged with providing

the training situation. Teacher training consisted of a six -week program in

which inventory types of diagnoses were taught. The staff worked with small '

groups of children and received a fairly comprehensive overview of what they

would need in terms otmanagement techniques, reporting, and evaluation.

In the fall;'every child received a battery of curricular placement measures

to record specific performance levels in the various skill areas (language arts,

math, reading, P.E.), Skill voups were formed for small group instruction,

and to facilitate monitoring. Each child received individual academic assignMents

on a contract_ form at his/her identified, independent performanCe level. The

continuous assessment .procedures involved administering criterion tests at the

completion of assigned units.; in addition, daily measures were taken on specific

behaviors to note rates of progress. This information was used in. ongoing

programming to ensure continuous progress for each child.

To perform these tasks the teachers needed a variety of skills. Individu41.

student assessment'and assignment to an academic program required the teachers

to become competent in diagnoSis (selecting a test instrument, testing, and
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analysis); prescription (setting objectives, scheduling, selection of materials,

and evaluation procedures);. instruction (small- and large-group presentations,

individual interactione, and continuous ,assessment); and contingency management

procedures. Additionally, the teachers were expedted to assume responsibility

for the teacher trainees, the aides, and the preschool mother-helpers.

The trainee program is a 'cooperative venture, with Seattle Pacific College;

the students' tuitions are paid forlly Bribadoon, and they spend most of every

day in the Brigadoon classrooms receiving on-the-job training.

Setting up a good field experience for the 15 teacher trainees from Seattle

Pacific College has been a lot of work. It's not surprising that Brigadoon's

teaching staff is tired. But they rally quickly - they have to. Each year a

new batch of interns arrive and the prdcess begins again.. The trainees appear

to benefit tremendously from the,experience of working in a.fishbowl. with

visitors passing through all the time, and Mothers sitting in the classrooms

every day.

The trainee-is expected to assume a number of responsibilities, with the

staff teacher, for planning lessons, monitoring the students' completion or

correction of contractual assignments, administering and compiling diagnostic

evaluations, and monitoring student continuous assessment procedures. With

this kind of specific and intensive training, most staff feel that, by spring,,

the interns are sufficiently competent to handlp the students without supervision.

The instructional aids and preschool mother-helpers also have specific

functions within the program. They listen'to children read; dictat spelling

words; correct math, spelling, and reading workbooks with students, thus

providing immediate feedback; and monitor contract assignments and indiyidual

lessons. They also participate% management procedures which are consistent

with the child's program objectives, and they chart 'student progress, as well

as duplicate materials and file papers, when necessary. Several of the aids have
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gene through a teacher aide course at a local community college, but most of

them were selected by the,staff. teachers on the basis of;` their interest in.

children and desire to work-in'the program.

The preschool mother-helpers constitute Brigadoon's best public relationS

medium: The preschool center is their payoff, and Brigadoon can rely on the

mothers,coMing to work in the classrooms when they say they OM There is

one teacher and one aide in the preschool area, and about 40 children are

accommodated during' the week on a staggered schedule. ,Because the mothers

are directly involved in the elementary classroom work,. they have a precise

know;edge'0 the kiNd of program Brigadoon is running. They spread the word

and generate treMendous.community support for the program,

12:r2aram Management

Individual academic atsessment.begins'with the initial diagnosis and, is"

continuous from that point. Criterion miasures are taken as the,pupil

progresses through curriculum materials that re divided into small units to 44'

facilitate the process._

The primary vehicle for individualized instruction is the contract. At

the primary level 0( -3), assidnments are made on a daily basis with the child

given a number of ,tasks to he 'completed. At the intermediate level (4 -6),

the contracts are by subject area and may extend beyond one class period.

All pupils assume some level of responsibility for the management of

the contractual procesS, includijg posting of criterion measures of referente-,

which is one aspect of continuous assessment.2 Students 'participate in

tqb system at various levels, of complexity, depending on/their age, e.g.-, they

undfficiplly time each other and do charting. Communietting with, parents was

dene,en a weekly basis last year in the interme...4te grades. This'yeat the

parents can have a-weekly, report ifthey request,it,'but ndne, have done so.

The data colletted in classrooms are-used to support what the teachers and
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parents discuss in their conferences. The data provide a clear picture of

how far a child has progressed in a specific skill area,.and this evidence is

used as a basis for deterMining future progress.

The Problems

In the view of the Assistant to the Director of Special Education and

on-site evaluator to the project, Chuck Zimmerman, the project is not by any

means complete:

We've individualized pretty well in basic skills, but not so well in
social studies and sciences. When the kids are in larger groups in the
afternoon, individual. differences begin to surface and we reed to handle
these better. They still identify individual differences, and I think
that's something we have to attend to. We have to determine some way
to structure equality of feelings or tolerance of individual differences. .

The differences will still surface--not to the extent they would if the
children werelabeled--but I think we have to deal with this in some way.
Just because we put children with a wide range of differences together,
they won't necessarily tit talrant of each Other.

Darwin Bevens, another curriculum consultant, talks about the deficiencies

in their precision teaching methods:

Most of the pinpointed behaviors we're counting now are rather simplistic.

But we are developing more complex kinds of pinpoin:s--we're moving into
the affective domain more. As we've taught our children to count and chart
their behavior, we're teaching them to self-count such things as how many
times a day they feel badly towards 'a teacher or another child. They keep
a daily chart of.this, then well put in sow sort of program change to
change how they feel.. We're just beginning this self-counting. Precision
teachers have been doing self-counting for a long time, but it hasn't been
used in the classroom that much. It's useful data and more precise than
we've gotten from counseling sessions with children. I think the way to
get to the affective areas is through evaluation and continuous assessment,
and by building success levels and having a success-oriented program.
That's the way to get the climate in the classrooms that we want, and to
keep track of all the things that build that climate, we have to have
evaluation.

The program experienced the initial negativity from the community that

often greets programs sucn a; these. There were the usual nunter of people

within thf district who thought handicapped children were going to be bussed

into the cormuni ty. They were shown- that these were chi ldren in their on

attendance areas. ----It was explained that the program proposed to serve every
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child who was already in the attendance area. .For the most part, the

explanation was accepted. Early in the program there was a small group of

,parents who were supportive, and there was ne'er any vehement opposition.

Robinson feels that the resistance of parents and school board members

is due to their nervousness about having,handicapped (either mentally of

emotionally) children interact with normal children, becduse they don't know

anything about the program. lie tries to keep people informed through a weekly

newspaper, but feels that the only way the program can really be understood

is to invite opponents to visit the school. Slide-tape presentations were

shown to all board members and at parent meetings, but the people who were
00

most opposed to the program were persuaded to visit the school, and tey have

gone away with very'positive feelings,

There is still the problem of overloading staff teachers wl.th training

responsibilities for the new batch of interns every year. Some of the teachers

wonder if it's worth it, and some comment on the fact that, while the staff is

differentiated, the salaries are not. At present, the staff is Nv rking with

representatives from Seattle Pacific College and the district to develop a

program of certification for the teacher interns that reflects new (1971)

state guidelines. The arrangements that are finally agreed upon will signifi-

cantly affect Brigadoon's program--perhaps the interns will come for a shorter

period and cost the program less, or even no, money. This will relieve the

teaching staff of some of its training responsibilities, but they may find

it even more difficult to work without these-interns.

The Successes

The 1200-1400 visitors who have observed the Brigadoon program in the

last three years have seen, perhaps for the first time, new procedures

and Loterials used with children. People's attitudes, as well as their teaching

methods, have been influenced by what they've seen. One of the strengths of
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the program is that the Assistant to the Director o

'Chuck Zimmerman, is a half -time member of the Briga

built-in the evaluation component for the program a

to the staff in,the daily routines. Thus, there is

pecial Education,

n program. He has

lso acts as a consultant

ense of a central

administration handing down orders that the staff i$ nA, equipped to carry

out. Additionally,,the principal is the director of theprogrart, and" this

provides the ongoing guidance necessary for success Ro inson comments upon

his leadership role:

If I didn't have some good people aboard, I never could have done it
All of the people on the consultant level here t the school are trained
in special education. With that kind of expertise ar und, I don't get
too uncomfortable--they know how to handle cer9in ects of the'program
that I have not had experience with.

Vince Smith has been Director of Special Education for eight years.

Before that there was no special education in the dibtrict. .He started with

the self-contained classroom, the second year he beghn integrating the chil-

dren by establishing a resource room where the home base Was the regular

classroom. Handicapped children belonged in the regular Classroom, but the

resource teacher would take them for an hour or two a day4 What began to
i

happen was that the teachers found they had other cyldreti who needed the

resource room as much as the ones who were identifield. 4iith says,

i

We had a number of principals who were very symp'thet,ic and thought
that it was their responsibility to serve their dshat home. They
told their staffs. that-these children were their,r4stionsibility and the
rtir,! ;',1 w, ft,..c= t6 ilc;p the;ci out. ;41th th kiqd of support, we
couldn't lose. In those days we only had two buillOngs Working this was'
with handicapped children, and I still had self -doh aimed classrooms.
But those two buildings' were so successful, (we Able: to serve so
many more children and still provide other servic.:Sito the building),
that pr.etty soon the principals of the other buildings said they would
like to cjet in on it too. So we started to expand.

In this state we're struggling through to, a functional definition and
identification of handicapped youngsters. We realize that IQ tests
aren't all that functional. They may even discourage. the teacher from
teaching a particular child. We're attempting to identify children on ''"%*

this functional basis ("the child is at this proficiency level and we
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want to move him to that level") using SST probes* plus teacher-made
tests, and teacher's opinions as to how the child is functioning. All

'these things' will be utilized to place the youngstet.

Evaluation

A large amount of data on students have been collected and reported in

mimeographed for', summarizing the second year evaluation effort

Objectives3 Mr serving the handicapped population include:

1. MaintenivalcAlcimicLAgmis.11JElegyal proportion to _peerp.

This relates to the ratio-of amount of change that would take place
,over a period of time. The performande measured was the decoding
task of reading words orally. A freqUency count of "words said per
minute" was employed .to determine prOficiency as well as accuracy.
If a child increased his reading rate, from 25 words per minute to 50
words per minute, he would double his rate or have a X 2.0 increase.
The charting procedures,employed in this project allowed a continuous

. assessment of this "rate of change" for each pupil. These data were
summarized at intervals during the 1971-72 school' year. In 20 of ttye'

25 grade level reporting periods, the rate of change for the identified .

handicapped was equal to or exceeded tFeite of change for their
peers.

2. Lower 10 percent of each grade level maintaining proportionate distance

from_group crade level.

This is an aUempt to move away from the use of ti;c! categories.generally
.assigned to children identified as handicapped. HovIver, this objective
has been discarded since it has proved to be confusing and is essentially
covered by the first. objective.

3. Children identified as emotionally disturbed (ED) will be maintained

socially in the project.

Generally,,by definition, an ED child is unable to be maintained in a
regular classrobm without additional assistance (psychological counseling,
resource room involvement, etc.). The identified ED children in this
project were maintained.in the classroom without extra resources and
progressed academiclly in'teadingdeteding at a rate slightly exceedinp
their peers for the first half of the 'school year.

ft

*A, procedure that screens children for special education. Funded partially by

Title VI, Part G, there are three Washington cities (Seattle, Spokane, and Tacoma)
inwhich the project'staff is operating. In addition to identifying students below

peer level performance, the SST procedure leads directly into remediating instructional
strategies. The technique permits the specialist to write educational prescriptions
and establish long- and short-term objectives. Thus, It has the advantage of
permitting both initial screening and prescription in single operation.
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4. Grade leyel equivalent of handicapped children will equal or exceed

control group.

The reading subtest of the Jastak Wide Range Achievement Test was
used. kcontrol group of students from ten elementary schools in the
district were selected on the basis of matchings on size of school,
open concept school setting, number of identified handicapped students
in the buildlng, and previous test scores. On the Jastak Wide Range
Achievement Test for the experimental and control groups, the evaluation
included the following table:

Median Grade Level Gain for
Identified Handicapped and Control by Grade levels

Grade Brigadoon Control

1

2 + .8
3 + .3

4 + .6
5 '+ .6

6 +1,4
)

On the basis of the above data, it was concluded that, "Each school
had greater measured median grade equivalent gains at two grade
levels with one grade level equal. Looking at the magnitude of the

-difference, Brigadoon's grade equivalent gains were greater." No
mention was made regarding reading achievement of the handicapped;
data on the entire school population are reported.

N=11)
N=13)

N=8)

(N=9)
(N=4)

+ .3
+ .3
+ .7
+ .8
- .25

(N=4)

(N=11)
(N=6)

(N=9)

(N=11)
(N=7)

5. The mildly'handicapped will maintain social contact with normal

peers at a rate at least equal to that with other handicarled

children.

The staff made observations and recordefthe "number'of associations"
each handicapped child m=.1e with hisJianclicapped and nonhandicapped
peers. Over a period of a year, the stVf identified a total of 172
associations the handicapped children as a group made with their peers;
26 percent were with nonhandicapped children. Theseresults led the
Staff to conclude that at Brigadoon those identified as mildly retarded
are not, as a.group, isolatd ih Pleir peer associations.

The conclusions drawn by, the program staff were: o

Each child in the school does in fact have an individual program.

Handicapped children are progressing at a rate proportionate to their
normal peers, as measured with specific behavioral assessment of a

basic decoding skill.
ff\.)
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A standardized assessment yielding grade ,level equivalent growth
shows the Brigadoon handicapped children achieving at least As well
as the control group of handicapped children.

The Future

This is Brigadoon's last year of.Title III funding, but there is a,

possible dissemination or diffusion grant from Title III, if there are

enough people interested in moving components of this project to other

schools in the district or state. If the number of visitors to Brigadoon

is any indication of that interest, the diffusion grant will probably be

funded.

The advantages of monitoring students' daily improvement through a

continuous assessment procedure are obvious when there are sufficient numbers

Of -adults to interact war the students. The students show demonstrable

improvement in basic skill areas and the individualized approach allows them

to work at varying levels without the stigma of grouping them according to

ability.

Voluminous data can be generated by this method of instruction, and these

data will be useful, only to the extent that they can be easily processed and

translated to the staff,and students,

For many teachers, precision teaching techniques will be very valuable.

It can enable them to determine what affect their teaching is having-on

students, and it can give them new skills that enable them to facilitate

learning, perhaps for the firsttfme, in all their students,

Ogden Lindsey-'summarizes his view of ecision teaching:

Any teacher wHo is now comfort'able with her style of teaching, her'hard
learned way, of communicating with her students, and the unique way she
expresses her -love for her students. would not substitute precision teaching
for what she'is doing. She simply-adds precision teaching techniques to
her current` style in order to become even more efficient, Preci§ion'
,teaching tools are designed to *Improve and refine current teaching methods
and materials.' That's a confusion I find in a lot of teachers. They fear
that tf they try this new thing they win-hoe-10 temporarily put aside or
abalidon their trusted teaching skills. Precision teaching simply adds a
more precise measurement instrument to present teaching, making teaching

. more economical, more effective, mo enjoyable, and more loving.5
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FOOTNOTES

Li'ly, M. S, "Special Education: A Teapot in a Tempest," Exceptional
Children, Vol..37 (No, 1), (Sept. 1970), pp. 43-49.

2. "Jiandicapped and Normal Children Learrting Together," 1971-42. Project
Report, Mimeo, pp: 3, 29:

.3. Objectives paraphrased.from second-year evaluation report,, 1971-72.

4. Ibid., p, 16.

5.. Lindsley, 0. "Precision Teelching in Perspective," Teaching
Children' (Spring 1971), p. 119.
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The Madison Achool.plan is a model for gradual reintegration of exceptional
children into regular classes. Children axe initially grouped according to
their readings° to meet regular class demands. These are specified in terms
of preacademic skills and behaviors such as the ability to follow directions;
academic skills such as readifig; behavior in instructional setting such as
large-group interaction. and response to reinfbrcera such as social praise.
As children become proficient in these areas, thej are advanced to more regular
classroom-like'settings and are given greater opportunities to attend regular
classes during the school day.*

THE MADISON SCHOOL PLAN: ENGINEERING FOit MAINSTREAMING*

The Madison school plan is the brainchild of Dr. Frank Hewett, Professor

of Education and POthiatry0'and Chairman of the Department of Special Education

at the University of California, Los Angeles, and.Dr. Frank Taylor, Assistant

Superintendent, Department of Special Services, Santa Monica Unified School

pistrict, Santa Minica. The program came about ss a result of Drs. Hewett's and

Taylgr's analysis of the dilemma of regular versus special class placement for

educable mentally retarded (EMR) and educationally handicapped (EH) children.

Labeling children as retarded or disturbed and placing them into segregated,

self-contained special classrooms have detrimental effects on their academic

and social growth, proponents of mainstreaming maintain. Furthermore,

they maintain that efficacy' studies have not demonstrated a'significant difference

in academic and social growth between EMR and EH children in self-contained

%

classes And those ih regular classes. Others; however, conclude that 'data-from.

effi4acy studies are, for the most part, invalid since theie studies have been

poorly designed and executed. .ftheyalso point out thatphysical:integratio of

EMR children with regular children does notIcessarily mean psychological and

social Integration. What is there to prevent the special child from beComing

*Contact person: Dr. Frank Taylor, Director of SpeCial Education, Santa Monica
Unified School District,.. 723 Fourth St.-; Sarta,Monica4 Calif, 90401 (213) 393-2785



"the dummy" in the regular class again--the vol reason why he/she was taken

out of the regular class, situation in the first place.

The Madison school plan is an attempt to resolve some of these issues. The

basic assumptions are:

1. EMR and EH children are, first and foremost, learners.. Regardless of
their probleTs, they.are at all times ready and ablto learn.

2. Regular class placement can-be beneficial to a large number'of special-
children, provided there and quality support services available to
them. .

3. Teachers shouldbe concerned only with What they know best, namely, the
mastery of skills and the behavior related to that.

4. The best way to prepare children ic:r regular classes is through the
process of gradual approximation of the regular class environment,
using behavioral contingency techniques.

Thediresent Madison school l-vlan had its begYnning in -1966. At that time

the, special education staff in the Santa Monica district was concerned about

the increasing number of children of average intelligence in the district who

were inattentive,,hyperactive,'and failing in .reolar classes. The staff realized

that these children had the potential to achieve in school, if'dome appropriate

program could be developed for them.

Dr. Alfred Artuso, the district superintendent at Santa MonicA, anti 6. Taylor

learned, about the "engineered classroom" approach developed by Dr. Hewett at UCLA,

and they recognized its potential for meeting the needs.of these children. During

the late 1966-67 school year the engineered.clas-sroom approach was implemented

at Santa Monica with the assistance of a Title III grant from the Bureau of

Education for the Handicapped, USOE. The Title III project ran for -three ygars

and, at the end of that period, engineered classrooms had been established in

several schools in Santa Monica.
'0

Tit engineered classroom served as the forerunner of the expanded Madison.

school plan. The expansion of services came about because the'engineered classroom
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had .a basic limitation: it was largely a self-contained classroomr-there was

no freedom within th!istructure to move children from the special class to the

engineered class, and from the engineered class to regular classes. The Madison

school plan, first implemented in the MadisonElementary School in 1969, is an

attempt to allow for*this flexiylity of movement. The Madison plan, supported

from 1968 to 1970, by the California State Department of Education (Title VI 8)

eliminates traditional disability groupings and provides an educktional context

in which children are assessed and promoted on the basis of their readiness for

regular classroom functioning. Since 1970, the Madison school plan has been

operating on'existing special education funds.

The cost to operate four engineered classes and six learning centers for

the school.year 1970-71 was estimated at approximately $250,000. The four

classes and six centers provided service to more than i50 children. Therefore,

less than $1,000 per child wai spent.

Program Description

The Madison school plan is a competency-baled program designed to teach

children all necessary skills and behavior required for success in regular

'classes. The objective of the program is to ready 6ildren for regular class

placement, and to maintain them regular classes once they are_ placed.
,

Readiness for regular class function64 is definedn terms` 0 the demands

of the regular class. Basically, these demands fit into four major categories:

preacademic skills, academic skills, instructional setting, and the use of

p
reinforcers.

Preacademic skills: behaviors such as starting work following directions,
MITTiMntion, and obvrving classroom skills are considered prerequisites
to success in regular class. Academic skills: incl de the mastery of basic
skills in reading and arithmetic. Instrtictional set in : prepares students
to function in the regular classroom env ronmen by earning tb work ipdepen-
dently.' Reinforcers: verbal praise, recognition, and grades are the most often
Used reinforcers in the regular classroom and children are gradually introduced
to this reward system.
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Children are placed in the Madison plan according to their readiness for

regular class functioning based on,these dimensions. At the beginning of the

school year, as many of the identified handicapped children as possible are placed

in regular classroorS for a period of one or two weeks. This is done to establish

a regular class home base for each exceptional child, to acquaint him/her with

peers and teacher, and to establish from the onset the regular classroom teacher's

responsibility to the child's educational program. Following that initial period,

each child is placed in the Madison plan and returned to regular classes for

selected activities and lessons whenever possible.

The layout of the Madison plan, sometimes referred to as the learning center,

consists of two tlassrooms with an adjoiping door. The first classroom is

, -
designated Preacademic I, and the second classroom is dividedinto two areas:

PreacadeMis,,I1 and Academic I, Labels such is EMR, EH, or special class are not

used. TWo certified special education teachers, (one EMR and one EH or two EMR

and one Ell teacher) and two aides for 24 to 45.children staff the classrooms.

The EN teacher and aide are given f4lresponsibility for children assigned to

the Preacademic II and AcadeMic I setting, Normally there are from 30 to 36

children enrolled in the plan. No,speciajphysical facilities or 6quipment are

needed 'to operate the program, except 6.r-an adjoining doorway between two class-

rooms, Standare school supplies and equipment are used. DeScriptions of the

s'pecific areas follow. .

PreacadeMic I: This classroom is a highly structured, Self-contained class.

The major focus is to teack appropriate classroom behavior; such as Sitting at

the desk, paying attention, following dtrections,-stdrtiral and finishing work,

and getting along with others. fi major challenge is to create a predictable

environment so that the child does not experience ambiguous expectations and is

rewarded for his accomplishment of'specified tasks and not rewarded if he fails
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to meet reasonable expectations of behavior. The clasS operates under a token

economy system. A system of check-marks is used to reinforce appropriate behavior

which can be later traded for free time, candy, or food. The students are seen

as workers and the check marks as their earnings for tasks accomplished. It is

felt, that this reward system operates to motivate performance and increase self-

concept through successful, positive experiences in the claSsroom:

'Mdst of the instruction is 'done on one -to -one basis, or in limited group

activities. One teacher and one aide constantly circulate among 6-12 children

to help them with their tasks and dispense check marks. number of learning

tenters are set up where individual children can go for exploratory; ordering,

and mastery skills. These centers are stocked with materials: and children work

independently. This particular instructionalisetting has been referred to as the

"engineered classroom."1

Preacademic II: When a child has demonstrated satisfactory behavior at the

Preacademic I setting, he/she is moved to, the Preacademic II setting. Here the

k
focus is On remediation of academic skills, particularly in reading and arithmetic.

. The check mark system is maintained; however, the practice of dispensihg carkdy or

food is distontinued. Accumulated check Marks can be traded for 15 or 0 minutes

`of free time. The instructional grouping changes as well. In the Preacademic II

4
setting', six to eight children sit at a cluster of tablips, receiving all ,,their

instructiOn:as-a group. The setting is deOgned to encourage social inWaction--

and verbal participation in group lessons, Beginqing with Preacademic II, each

child may be integrated into a regular class, such as music or art, for some

period of the day. The staff for Preacademic II can, be either a teacher or an

Academic I: This section' of the classroom is a simulated regular classroom

setting for 12 to 25 children with academic problems that can be dealt with in
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a large-group setting. The arrangement of desks is thatof a regular class.' 4h4

teacher presents lessons in reading, arithmetic, spelling, social studies, and

English. Students are expected to work independently and participate in larp-group

discussions. The check mark systeM of'reinforcement is discontinued and replaced

by the traditional grading system and verbal reinforcement based on effort, quality

of work, and deportment. Major emphases are on remedial anq grade level work,

Students in the Academic I setting spend increasingly more time in regular classes.

Again, the staff can be either a teacher or an aide.

Academic II: This is the regular class where 28 to 35 children receive the

general education program. Major emphasis is.ron attainment of standard grade

level achievement for exceptional children. This class is,alwayS taught by a

teacher.

Diagnosis and Placement
ti

Children'who seem unable to benefit from regular class instruction, due to

behaVioral or academic difficulties, are referred by the regular classroom teacher

sP

for a battery of diagnostic tests administered by the school psychologists and

usually including the standard achievement'ind intelligence tests. His/her findings

are reported to a placement committee consisting of. the special education teacher,

the regular classroom teacher, the school psychologist, the building principal, the

district supervisor in special education;' and Other School'peA'onnel. The committee

then recommends,placement 115 a special class.. At this level; the diagnosis and,

placement practice is similar to that used by most school districts. Before a

child is actually placed in the Madlon plan, howevetz, the RrOject staff administers

a special plaCement inventory to 4eteimine whether the child should be Placed'in

5

ithe Preacademic I, II, or Academic I setting.. The Madison plan Pllicement Inventory

,4s given to the regular classrobm teacher to rate the child's level of readiness

for reintegration into regular class. The:inventory questions are reproduced
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,,below. The teacher has the choice of answering "yes," "no," or "maybe."

Can child spend time in a regulJ. Classroom during nonacademic activity
.

periods (e.g., music and art)?

.Can child spend tln in a regular classroom during academic work periods
(e.g. , reading, arithmetic, social studies)?

Do child's problems in paying.attention, starting work, doing what he is
told, and getting along with others overshadow his problems in reading,
and arithmetic?

Can child pay attention, start work, and do what he is told in a group
of 8 to 10 children?

Can child Work independently for 20-minute periods?

Can child take part orally .In a discussion with 8 to 10 children?

Can child use and. understand language correctly?

//
Can child get along with other children fn a group of 8 toll)?

Can child share desk and storage space with another child sitting,-
close by?

Cam child function well behaviorally and work on assignments without
immediate and frequent consequences in form of check marks and tangible
rrei, s?

Does child work for letter grades and .are theyomeaningful to him?,

/

Does the child work for social approval fron)//the teacher?

Does the child work- for'social 'approval from his classmates?

Can child pay 'attention and listen in -a group. of 11 to 18 children?

Can child start and work in a group of 11 to 18 children?
..\

Can child understand and follow directions given by a teacher to a group
of 1P to 18 children?

Can .child pay attentila and listen in alivgular classroom group of'10'
children? .

Can child start and work independently in regular classroom group °of .30
chtldrenTi

Can child profit' from instruction given to an entirq regular classroom'
group of 30\children by the teacher, in front of the room`?
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I

!s it likely that child will-take part orally in a discussion held in a
regular, classroom group of 30 children?

,

Can childifollow classroom rules with respect.,to being out of seat, talking
out, raising hand, etc., in a regular classroom group of 30 children?

Can child get'along with others in a regularclassroom group of 30 children?

Is the child functioning within two years of grade level in reading?
...I

Is the child functioning within two years of grade level in arithmetic?
. A

A simple coding sheet is provided to tally responses and, on the basis of

rating clusters, the child is placed in the.appropriate. instructional setting.
?

The program staff have expressed confitiencein.the vallidity of tha inventory

and have continued tcuse it for placeMent purposes:

Progress AssessmaL

, Continuos evaluation of studnt progress,iS done through the' use of the
-.44 4

check mark system and a system oftaSk and setting behaviorratings.. The check

- mark system iS used in Preacademic Land II settings. Every 20 minutes teacher
0

record a possible ten check marks on each child's Work Record Card, These check

marks, in this case alphabet symbols, are given for 6crollowing behavior:

Attention = (A) Child's eyes*are on teacher or task as expected, or
WieliThvidence that he.has listened attentively.

Startin = (S) Child has undertaken task, immediately upon iresentation
w t no dawdling beforehand.

Yorkipq = (W) Child has maintained working with no intecruptions.

Takin' 'art = (Taild has been a willing participant in distmssion or
v ty. Oral expressioh is particularly important for many children.

Following di ctrohs'= (F) 'Child has followed directio9s in relStion to
task (e.g., name, date on paper, sl5ecific procedde ofitask).:

Doin what ou're told = (D) `Child has Maintainedappropriate behavior
accor ng to c assroom standards.

Octting along = (G) Child has cooperated with another child or refrained
776m disrupting class or bothering peers.
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Being right = (R) Child haylonewOrk correctly with feiv, if any, e6.ors.

I Beingineet =.114) Child has Made effOr(to approach
workincontrolled. manner, presentingit.attractively;

easy to read, wit4in margins (11lines, etc.

Preacadethic,I, when a child'hiS earned 180 check marks, whit fill the

card (usually. within two days), he/she fs'entItled-i0 tradeAtt for candy,'

cookies; or some free time (10 minutes). 4nPreacademic I?, childien exchange

their check Marks for free ti me only, and no thetk'maks are used in the

Academic I 'setting. Qnce aiprograM has been establtshed'for a child. the

expectationi are increased and geared to a pace-that the Child can tolerate

and still exPerience.sucCest. The teacher thus "engineers" a program of

remediation in ci the tlastrooM environment is manipulated to produde,
#

t_t'efficientlearning and continual success for'each child.
. k .

Teachers also rate individual studention their readiness to begin regular

OF&

class functioning in terms, of the.task assigned and the :;etting'in which he/she

is Dorking,- Two separate ratingsthe task behavioral rating and the setting
ft.

behavioral ratangaregivel to students. in all educational settings1 "[hey serve

to assess, student readiness) for reassignment to the neXt,instructional setting.

In the Preacadertic I and fl setting, these ratings are recorded on the Work

Record Chart everY'20 minutes by the teacher, after'check marks are'dispensed.

In Academic I, they are recorded 'arra rating sheet once every hour:

The task behavioral rating consists of,a scale from-i to 5:

Rating of 1 = The chili:11.s response was inappropriate
and inefficient in

response to tote task.

Rating.of 2 = Thlichild's behavior tsas generally appropriate in that he/she
pald.at'..ention, started and worked indepenntly, but was
generally inefficient in following task directions, completing
the assignmt and beihg correct.

Rating of 3 = The child fulfilled he expectations of (2) and, in 'addition,
was generally efficient in accomplishing the requirements of
the task.
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Rating of 4 = The child fulfilled the expectations of (2) and (3) and
all task requirements.

Rating of 5 = The child fulfilled the expectations of (2)1.(3), and (4),
Completed the assignment, and was neat, well - organized,
and yery efficient with his time.

,

.

The setting beha'vloral rating also consis ''s of a scale from 1 to 5,, Mete

idratings reflect the acceptability of the chi 's behavior in the setting in

Which the task was presented.

Rating of 1 = The child's behavior was unacceptable in the assigned
setting.

Rating of 2 = The child's behaiiier was acceptable in the Preacademic I
setting.

1

Rating of 3 = The child's behavior was acceptable in the Preacademic II
setting.

Rating of 4 = The Hild's behavior was acceptable in the Academic Lsetting.

RApnSof 5 = The child, working in the Academic I setting, functioned so
well that he /she could have been clearly acceptable in the-.
regular class.

r
Children Who are assigned.to multiple settings are rated according to their

acceptability in these settings. For examOly, a Preacademic I child. will get

ratings Of 1 or.2 when he/she is in the 'reacademici setting, however, for the

period(s) he/she_ is assigned to either e the other two settings, he/she becomes

a candidate for a "3" in Preacademic II or a "4" or -''5" rating in Academic I.

Averag weekly task behavioral and setting behaVioral ratings are computed

and plotted on graphs. It enables a quick review of individual progress-en a

weekly basis, us well as serving to determine if the child is ready for placement

in the net instructional setting.

Training;

In 1g73, personnel training was carried out through support from the California

State Departmenl.. of Education (Title VI B). Called Train and Trade, the training

program Was designed to provide regular classroom.teachers with the-knowledge and
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skills to work with exceptiohal children in the regujar, assroom. The Train

and Trap program consists hours of training \e d oven six weeks. 'the

trainees meet for an hour a Aek after 50041; durihi this time ccessful

teaching techniques Ulf' exceptional children'.irepresented'and disc se The

remaining six hours pf.the trainingesston are speret,in the learning center\

during regular school ,.hours. Trainees are given practicum experiehce in the

areas of 'claroom management and intervention technig0S, such is bqhfoilor
. .

modification and individualizing -instruci6.- Mfhile r3gular classroom teadiers;

are being trained ?n the learning center, substitute teachers are We'd out .of°

the Trs;in and Trade budget to take over their classes. For participation
\--\this six-week session,, all trainees receiventwo and 6ro-third, credits from the,

University of California in Los Angeles. All related fees and tutors are paid
.c4)

from thh.Train and Trade budget. During the first year (197211973),

,all.certified personnel from Madison School have been trained.

The first year Train and Trade sessions*Vere conducted by the special

education staff of the Santa Monica district.' Ature,plansitnclUde training

bt;ilding ,principals. to conduct training, sessions fort their own staffs and to
,

hold training sessions for personnel ,outsidefcff the Santa Monica d4fript. A

field test aimed iat assessing thd efficacy of the Train and Trade Program is

ti

currently planned. C'

Frank Hewett feels that the best teachers are those who are objective and

energetic and have a lot of satisfaction in their lives outside the classroom.
4

don't think that the speial education teacher, Wiese lifels 1,argely
centered around' her children or whose self-esteem hinges'.on her success
With -these Children is 'the teacher who's going tc; do the best job;
objectivity is extremely important.
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Frank Tayldr agrees with this point of view sand warns against what he

calls a "rescue fantasy" on the part of,teachers. The teacher's role is to

train children to be students and learnert and not to become totally dependent

on individual teachers.

Evaluation N .

Most of the available program devplopmeht data are from earlier studies

with the engineered classroom. Results are available in a 1969 final report

submitted to the U.S..0 ice of Iducation.2 NO reports of data from the

Madison Plan were avail le at this writing. FrOm the total population of

students in nine- eng neered classrooms during 1968-1969, the developers selected

30 experimental subjects to conduct ari evaluation study. These students were

,matched by 'IQ (range on WISC, 85-120), age (7-12), grade (2-6) and sex (69 male,

31 female) with two control group Control group I consisted of 30 EH chil-

,dren in; regular classes,. control roup I of 30 regular classroom children. All

90 subjects were given the California Achievement Test , Reading Vocabulary,

Reading Comprehension, and Arithmetic Fundamentals Section in October 1968 and

,

'again (with alternate forms) in May,196§. For 32 weeks during the school year.

behavior data were'gathered for all students. These data included tasatterition
/

and classroom deviant behavior. k attention'is measured:by observers operating

stop watches during five-minute observation samples, and recording the number of #

seconds the student's eyes, head, ,or body,were appropriately oriented towards

(the assigned task.. Data on deviant classroom behavior were obtained through

a teacher rating Soile developed by Herbert Quay and Donald Peterson at the

University of Illinois andthrodgh an observation checklist,that included items

such as disruptive behavior, out-of-seat behavior, making,noiSes, etc.

Using analysii\e covariance, the results of the 1968 -1969 study may be

summarized as follows:
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)

The experimental group. of -EH showed si gni ficantly more
'gains in vocabulary Ulan the control group of EH children in. t
'regular classes:.

. '
2. There 13 no statistfcal 'significance. on reading comirehensivn

across the eXperimental and the two 'control groups..

.

3. The experimental group showed more significant gains in arithmetic
than both control groups.

4. On the task attention, the experimental group was superior to Eli
controls in regular classes but not stgnificantly different from
Students its' regular, classes. -

The experimental-group showed more deviant behavior in general,
except for "out -of -seat" behavior, than their EH counterpart In
regular classes.

Future Growth

The staff at Santa Monica are available to serve as consultants *to assist,

,schools Wishing to-set up. a Madison plan. A number of school districts have

in thd. past, reptfcated the plan,with the help of program,staff. Guided tours

are also available at the Santa Monica Unified Schol District.
,

Adapting Ts plan to the needs of students in other schools may require

operatihg more or less ,Preacademic Preacademic II, or Academic.' centers,
)

,

clepending_up41=1, the entry_level.. of _the_student population. __However, the flow

of. students ill remain unchanged; from Preacademic I, to Preacademic II, to

Academic I, andA-Cademi c* II.

The programshfi state tha , in order to make the program ,a success,

coordination among school,staff -.especially the special education teacher,

regular classroom teachers, and building principals is essential. Certain

A
suggestions about duties of various staff members 'are set. forth in the Sant

Monica School Plan Operational Manual3 and an "open and cooperative relationship"

among pro.igrar staff stressed.
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60TNOTES

. 1. kewett, F.M. et al., Thpinta Monica Project: Demonstration. and

,. Evaluation of716rngingi*d Classroom Design for Emotionally Disturbed

Chil&en in the Publichools. Mimeo, =1969..

2. !bid!

3, Santa Monica School p n Operational Manual. Mimeo. 1970.
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THE CONCEPT AND SYSTEM OF ACCOUNTABILITY

The mandate for "accountabiliity".in education and the'concmitant rise

in managerial techniques borrowed from business and industry and applied to

school systems have engaged school personne] i0ericus conflict over the.

definitions of "goalS"and "objectives," and'their use and misuse.

The impottance of data as feedback upon which to base futute program

decisions As unarguable, but what kinds of data ll be gathered? How wi)1,they

be collected? Which student skills will be assessed? What teacher competencies

are to be measured? These questions directly affect the daily lifeof teachers

and Students. Where these decisions are made fin unison - where they actually

reflect the personal and ptofessional'goals of the'teachers0.and the speCific andR

salient needs:0 the students; where the CoMmOnitY-at-large his debated and

)4t

'decided to articulate their priorities; where the principal and the district per..

sonnel have reached an agreement that respects both' the state reildiOements. and

th6-10CalSCWOol -. there the aCCOuntabilitY-system WillMifeW---

the true goals of the educational commOity.' To the degree that the needs Of any

one element - students, teachers, adminIstratorS, or parents - are in conflict

with the needs of another, the accountability system will restrict the potential

for growth and'renewal'in the school. Those groups with the most power, be they

administrators. or parentsvwill exert pressure oh the other groups to conform to

their goals.

we_ mtast_ createLlchool_environments_which factlltate growth:
and support for educators. We'must. . do this Oecause children
will not be taught as people - as unique, valuable indiviZATT7:
if their teachers are not treated that way. *

* Beery,*K. Teaching Triads. San Rafael, California: Dimensions Publishing Co., :
.1972, p. 5.

+am
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Whenthe mystique Of accountability is removed, and it is examined for

what it is,- merely a method of setting goals, and planning and implementing .

objectives, which in turn,generat4 datk used for further.refineMeht and /or

change in program,strategy, the system"of accountability is a natural effect of

prograM planning. No one component is separable from another, Data collection

1$ determined by goals that are set with teaching strategies clearly in mind.

Decisions and evaluationrof success'and failure groW out of,an;analysts of the

data. Why then, has the era of axountability broUght with it such distrust

and'confusion? Perhaps because It has been Used as a weapon, rath0 than an or-

ganic part of proram planning. In recent years, the educational system has b

come a target for piablic anger; and accountability has beeh used as A threa of

'retaliation for a job badly done. 'Principals are expected to maintain a 1 vel

of academic performance in their, buildings that compares Favorably to the

national normVdistrict supeeintendentsare answerable for all dectsion regarding

PrOgr$I1) expenditure and curriculuil, as-,weil as .be;ng under fire for not obtaining__

supplement&ry federal, state,-or local monis to enhance the school system.

The people who believe that learning and knowledge are form of'continual

process, and not static products thattan be transferred from.onaperson to another

feel that the danger in complying with mandates for accountability may lie in the

subversion of the goals of process,1 They fear that curiosity and discovery and

/ \

exploration may suffer, if academtc'rrformances are continually neasuredlhd.

assessed as "products."
\

.

School people concerned withmainitreamin4 and the individualizati6 of

instruction seek' to setup conditions sO\that the maximum amount of learning-as-

process occurs. If those people who'set the conditions (the classroom, the
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cuviculum, the schedule or nonschedule, the reporting,and evaluation system)

also set the goals and objectives for which they agree to be accountable, then .

less distrust and confusion may ensue. External judgmenis oUbehavior and

. forman'Ce.are contrary to the methods and goals of lelfLdiOction and self-levalioti*

t.
that child-centeied philosophies pursue. Difficult as, may be to objectiyelyy

measure the growth in self-confidence of one child, if this goal is fmportaht

to the teacher, he /she will find the language and procedUre to demonstrate that

it has beet? athleved.

Teachers. who,see themselves as Continual leatners 7 people in process.

tend to be table to mosttsuccessfully perSonaliie their classrocims. HoWare their

competenciWto,be evaluated? If they have a part in setting criteria for thll.

evaluation measures,',t6en they will be cert,:in to structure the assessment so
1.

that theif' own growth will be a top priority.

Self*directing people ha've learned to crptcally apd atcurately
evaluate themselves as a base for further growth and production.
Self- evaluation is essential to self-esteenlond motivation.*

The following tGi papers'deal with the concept Ind system of account-

ability; the firS)is an introduction that addresses b oad/sues and warns

against core on dangers; the second, a description of one kind of accountability

system predicated on systems 'analyses and designs; theithird; a call fdr a system

of humanistic accountability which inc udes moresubjective, ihe)gh )ess quan7

tifiable, data, and the necessity for self- - e termination by those who teach and

those who are taught.1

*Beery, Keith, personal communication.
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ACCOUNTABILITY AND SPECIAL EDUCATION

William Garner*

Northwestern University

Accountability is c concept-that almost everyone supports:in general, but

one .that creates division and contoVersY when particular means for obtoining

'it are proposed. :Probably the least/controversial form ofaccountability Is

the financial audit. Everyone reCoOizes that funds must be aCcountedfor,

and the methods for doingso are.well established and used in practically

every.area of public and prtVate.e prfse, not just in education., Even

this "noncontroversial" form of accpuntability,"however, has its dissenters.

One objection.to traditional financial accounting is that it obscures how much

of the money in various broad budgc: categories (such categories as supplies,

salaries.., rentals, utilities) -goes to particular programs the organization.

.

is°trying to implement. Critics:pf traditienalaccnunting' argue that budget

.categories shoUldreflectthe allocations made to support the Severil programs

planned by the organization: Hence their proposed alternative to conventional

finahcaLaccounting is sometimes-called the Program-.,tanning-Budgeting

(PPB) approach.

If thelinancial audit is theeast controversal version of accountability,

the educational addit,is the most., There is no single definition or example

of what-an edudattonalaudit should b2, but its connotations of holding

administrators and teachers liable for'educational deficiencies-, just as.a

bank teller is liable"for shortages in. his.cash drawer, cause argood deal Of.

justifiable alarm among educaors: .The'concerns of edUcators over the misippli-

catinn ofaccountability concepts ha 've been detailed in numerous publications
rr

*William Garner is Wdistant Professor of 'Eddqation and Management at
=Northwestern University, Evantton, Illinois.
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on this subjel;t: there

imals of education will

processes and aims will

is.concorn that only the mare easily'quantifiable

receive attention, and,that the vaguer, more humane
/

be ignored; there is concern'that slowly accumulating
. ,

.

gains or the delayed impactdynamics of some edudatfbnal processes'will be

forgotten, while the 'often marginal effects of short -term progrqms will be

highlighted; that he complex cause and effect interrelationships:ln

educa ion, and between society, the home, and the school,,are not-well-enough

'understOod to hold teachers'or administratots accountable for this or'thtt

effect; that accountability systems may be a step down'th4 road to'cen6a1-
$

ized control of education.

Despite the concern voiced by.some educators, a concern which some

roneducators sec'aS doftnsiv0 behavior by an insecure profession,'educational
.

accountahility'Systens era under c6nsideration in at least 25-states. Seven,

sates have moved boyond initial, stages of implementation:

Maryland; Michigan, MinnesOta Oregon, and Wisconsin, Each

Coloildo Florida,

of these states

has developed a conceptual' model of'an accountability system.. Theloodels,

ditter_from state-to-state,-butseem nevertheless-to-hay#-at-least-fOur--------:
/

eld,nts in common: ,1) Identification of educational goals; 2) Development

,of performance objectives; 3) pevelopment of data gathering procedures;

4) AssessMht of student, skills.

It is likely that these four' elements, at least, also will be found in

accountability systems applied towspecial.education. An the remainder of

this essay, will discuss several implications that accountability holds

for special education. My argument is that, in general, the requir nts

for accountability are'consistent with the proper aims of

professionals; but that there, are certain pitfallS..to be

.199.
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In a feld as broad ando.to be candid, as ill-defined as special education,

it will not be possible to discuss every content and functional area, in this

essay. The expples given here, however, illustrate problems comon to
,

several of the special education areas. Twill focus on three.-relatnd istues:'

1), the statement of desired outcomps'in behavioral.terms, 2) the assignment

of students to special education categories, and 3) certain data gathering

requirements.

Behavioral Definitions

.0ne_element of almost every. accountability system is an emphasis on

:the statement of goals in behavioral or operational terms. The use of.,

behavioral objectives,is.prt of a larger movement to place educational,

practice on a more scientific and systematic foundation, but it happenst.to
'1

coincide with the- nee /, in accountability procedures, for objectOe measures.

of perforniance. Behavioral objectives are not `an unmixed blesting; they can

lead to a bias towardrivial - but measurable - goals. On the whole, however,

behavioral objectives should have a healthy imPacton.educational practice.

The field of special education, in'particular, is in 'need of clarification

.Zo

.of its content nd_goals: If the accountability movement speeds up this

4--
process, it will nfera.benefit on children and professAonals alike.

In-the area of learning disabilities (LD), for example, there it no
.

uhiversally accepteCset of specTc conditions or symptoms to :guide the
.

. ..,.

labeling of children or the provision of special- services. 'Os not suffiElent
..

merely to generate a list of categories such as' perceptualdyStunction, brain

dysfunction, dyslexia, or the like. Such terms.sio_not_constitute operational

defi4itions by which to identify children with learning problems., or assigr

them to treatrents. Still less do such terms Indicate what those treatments
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should be. The purpose of creating ID categories is not simply to place

youngsters in them. ;Rather, we rant to recognize that kerne children have

rather specific deficiencies when compared to a desired standard of performance. 4
N,

The standard tf performance most be the'starting point, and this'.requires the

statement 6f. goals in behaVioral terms.

The lack of consistent and more or lesS universally tccepted diag-

.

nostic guidelines in LD. (and other) programS can be explained perhaps by the

relative y th ofoipecial education as a field of stgdy. The lack of 'such

b24viora criteria, however; fs cause forconcern, particularly when well-.

tntintioned legislatures incorporate vague special education terminology into

laws, in the mistaken belief thalt.Sach terms have definite meanings. Thus it

is possible for
accountabilt'ty legislation to

', "outrun" the state of the art in special education. Wnile the profession

addresses these technical'' problems through -retearch and development, there

is meanwhile ,a need for professional orgadizatidni to furnish acivite and

information (not mere self-serving advocaty) to legislatiVe and 'regulatory

bodies.

Although I will discuss the spedl 1 education "libeling" process shortly,

it should be mentioned here that the essential needs for behavioral definitions,

in special 'education is not solely in order to place children into cate§ories.

The-dead-end labeling or classifying of children is universally condemned, but,'

unfortunately, is commonly practiced. A more desirable goal is to incorporate

behavioral criteria into a diagigstic process in which specific. remedial

treatments are indiCated-for particular-behavioral

opment of sophisticated spetiii education protedures f this kind will involve'

rmative and ethical problems not yet contemplated pl most accountability
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sYttems. Behavioral criteria alone are simply net adequate to justify

certain treatments, regardless of their success In producing the "desired"

/behavior, Confider, for example, the use of .neurological agents treeing
, 1 ,

behavioce.1 patterns. The amphetamine congener, Aitalin, has been used'to

control school children "suffering" from inattentiveness in class and disrespect

for authority. Such children have been diagnosed as hyperkinetic, or as'having

minimum brain dysfunction - but the diagnostic signs of these conditions are

not neurological-at all, but rather are purely associated with a child's social

behavior- patterns. If such treatments Are used disproportionately among socio-

economic .and racial,groups, these arc issues thatare essentially political, as

well as educational. Special education prOfessionals must show leadership in

the analysis of the ethical, as well as the technical, aspects of diagnosis

and treatment.

Assintufat121picis
In regular education, students are placed according to age and subject

matter divisions, How are children placed in special education? 'There is no

simple answer to this question,.and the matter has ndt receivedthe study it

deserves. In the first place, some special education classes owe their

existence, not to educational philosophy or curriculum policy, but to state -

and federal legislatiori which established certain'financial aid catagories.'

The temptations created by categorical aid of this . type give rise to decisions

difficult to incorporate into an accountability System. For example, suppose

an .administrator in a financially hard-pressed district is aware of special

414_4.VallAblefqtfl'IHJ06.cabiP Pqr441130141141c4P44.0).chil4reritand ha$,.a

student whose test scores, given the test reliability, are marginal; that is,

he kould rationalize placing the youngster in either an EMH or regular classroom.
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What decision is he likely to make? What-educational purposesj4e being

pursued -or subverted? The profusion of 'categorical aid and special program

classifications in education today make the study of their purposes and effects

a.matter of great importance - which has thUs far received too littlittention,

It must be aemitted that In general the procedures used to place children

into the$various special education categories are very
ii

For

example, in assigning students to learning disabilitil classes, most schools

probably use such indicators as 1) behavior "problems".in,the classroom, 2)

"immaturityq-or'other vague differences from age peef's,'3) speech which seems

less developed than that of age peers, 4) poor motor coordinat!on or attentive
-

behavior, and 5) scores on ITPA, Vineland,:Frostig, Goodenough, and Kephart

tests. Additionally, there are often other variables at work, such as parents

who demand special services for their pooi" achieving offspring, and force their

children into 10 categories. A much.Targer group of parents may simply acquiesce,

out of ignorance when the School dumps their children into special education

categories to gat than out of a classroom where they "can't do the work." A

third parent up may refuse-to allow such placement, and a child who is (or

has) a problem is not labeled LO.as a result.

These various 'and unreliable indiCators of membership inip categories

mean that the facts and figure!: :an boPeasily,adjUsted to "show'," almost any

desired result, were an unsophisticated accountability system to be imposed .

on the present unsy.tematic LO classification system. On theother-hand, the

same analysis reveals the need for accountability, in a scientific and profes-

,sional,Sense,_upon which..pu6lic_reporting and accountability-in the popular--

sense can be founded.

Data Gathtning_peouirement -r

The urevious two sec tio s have indicated examples of several specific
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apeas in which additional study, end therefore additional data, are needed.

this section, I.will make only two more points concerning data require-

ments for accountability in.special education.

,

First, there is a sizable gap between the data n#eds for professional

purposes in special education, and those needed for public reporting and

'accountability. The professional study of special education theory and

practtce requires the increased_use of experiMental and other rigorous,'.

Scientifically defensible, investigative' Procedtires:, There is simply no
/ 0

substitute for ,soundly researched data ,subject ix) theiscrutiny'of other

.researchers and thoughtful practitioners. On the other hand, and in spite

of the rhetoric associated with much of the clamor for "accountability," the

actual data demands of most existing accountability systems are quite modest.

The public. reporting of most school special education programs often can

rely on simple group-mean deviations from baseline data, or an,apalysis of

gain scores in achievement, jiangua0e use, or behavior ratings. The advantages

of such simple statistics are several: they-are easily communicated to the

public, they can be obtained without consuming excessive amounts class

time, and they are within-the.statistica) competency of most field profes-
,

sionals.

Simple statistic\often can conceal more than they reveal, however. for-

example, the use of mean scores by themSelves may entail the omission of-

important information abbut the.shape of the distribution of scores in a,

group. An educational procedure, that greatly improves the performance of

,low achievers, but not °higher achievers ~, might °resulti'nv the group mean rising

only slightly. YA it would-be an error to conclude, on'the basis of the group

mean scores, that such .a procedure was !ineffective.1! Thus the acceptability
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of simple statistics for many publio purposes should net be cause for placing

undue reliance upon them.

My second point concerning data requirements is that some data can be

downright harmful....In particular, special edutatton,must be extremely

caytious,in the development and use of "predictors" of 10 or other behavioral

traits. Special education has perhaps a sOcial obligation to avoid self

fulfilling prophecies in'the screening or selection of children into cater rie;

(whether or not they are also screened into separate classrooms). The place-
,

ment of children into special categories on the basisof predictive instruments

has ,been used too Often to rationalize doing too little*witfthem once they, are

,labeled,.. The objective of special education programs is to delivei to children

the extra help they need in order to correct their difficulties, insofar as

this. is possible. Meeting this ,goal will require aistatement of criter a. in

behavioraitermS, .end a thorough examination of the procedu;es for placing

students'into,,and out f, special education categories.

********4c********

In this brief essay rhave sketched a few, of the implications of

accountability for special education. The immediate, short-6n requirements

of initial accountability systemsjrobably.can be met with relative ease by 0

special education administrators. The longer run, and more profound, require-

ments for public. accountability will require participation by special-education

professionals in setting the guidelines and expectations for accountability,

and in placing SpeCial education on firmer scientific and technical toundtions.,
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AN INTEGRATED BEHAVIORAL-SYSTEMS MODEL

OF ACCOUNTABILITY FOR EDUCATION

Charles H. Meisgeier* and Francisco.I. Perez*

(enter for Human Resources DeVeloparnt and Educational Renewal

.0

Viewed as a tool in the educational, process, accountability is the

regular, if not daily, tabdlation.of credits and debits, pluses and

minuses,successes and failures of. all personnel, professional anli

puttil alike, involvedin the learning growth and development of children

in school. In the large view, it is the acceptance by the school system

of responsibility for success or failure of the pupil'in the learning ""

process and its relationship to his successful integration into society

, '
4s anadult.

Accountability. is present in every system whether or not it is re-
,

co§nized as such. If what a teacher or administrator feels accountable

forean be determihed, it is often possible to determine what the true

or controlling goals of that system are. 'Until recently, public schools

have not been delegated distinct- responsibility for defining the nature'

of learning beyond rote learning and the acquisition of facts nor for

-the formulating of learning goals as related to analysis, Such as syn-.

thesizing.information. Schools haVe not examined alternatives to program

regularities with any constancy over time, nor have they maintained,

ongoing eValuati9n-(and proactive responses to the results of that

--evaluation)-oflndividual-and-group-student-progress; Yee-all-of-these

procedures are necessary, to educational accountability.

*Charles H. Meisgeier is Coordinator of the Center for Human Resources
,Development and Educational Renewal,;the Houston Independent School
District, Houston, Texas. *Francisco 1._Perez is Assistant Professor
of Education at the University of Houston, and Consultant to the Center
for When Resources and Educational Renewal.
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Rationale for Mainstreaming'

ghat is'occurring in,the mainstreaming movement is not abchange in

special.education in isolationWom the total system, but a basic change

in education,'since 'special education cannot b6 realistically changed

Without affecting the regular yducation system. One of the major trends

in education 'is toward personalized learning programs and continuous

.progress curricula conducive to the cognitive, affective, psycho-motor,'

and perceptual development of all children. The philosop4 0:devel

oping programs:toineet theindividual needs of Chlqdren, while not a

new concept, seems finally. withiq the reach of realiiy. ' This thrust'

toward individualization is based on the recognition that:

Children- should advance continuously as mastery of
essential academic.skills.is demonstrated;

Children should leaOti how to learn- -how to be self-istarting
learners;-

Children must.learn that they can learn;

Children must be protected from constant failure;

Children should learn self-discipline and self-respect;

Children Must develop marketablelki14,Qnd_find a
measure of satiSfactton and pride VI empWing them.

As teachers become advisors or facilititors of learning, rather than

dispensers-ofAnowledge; as persOnalized learning and continuous progreSs

curricula become observable - -when these kinds of changes tome a

reality in our schools, then teachers will be-able to deal VOre effi-.

'ciently with the wide degree of variance existing in every classroom of_

IIIS country, and children with learning, physical, or behavior problems

will be-a6e to\groW and develop and learn side by side in the regu'ar

classroom:

In achieving required changes to serve handicapped cliAldren in

regular classrooms,, there must be a program ,that will facIlitate

\
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1. The development Of.a positive attitOdIgloward the integration of
the handicapped.child in the.regulr classroom among regular
students and teachers,. special class teachers., support personnel,
administrators, and the community;

2. 'The:deyelOgmert and strengthening of skills among regular and
.special eduZatIon teachers relating to special eduCation techniques.
and methodologies, especially those that relate to effective

1110 use of pupil assessment data,.prescriptive teaching., and-
individual self -paced ihstruCtional programs;

3. -Ti4e systematic development and adoption of new and varied
roles for .innovative programming through differentiated _staffing
patterns for special educatiqn teachers.

Rationale for Change in Education

Special education essentially has developed in the'schoolS as a

sub- or parallel system to deal with children who did not fit into

either the behoral or programmatic regularities of that syStem.

For example, one of the major effects of large-scale testing pro ams

has been to idenWy behavioral irregularities, remove them from
the main system, partially or totally; and place the burden of
resolving the irregulrities either upon the children, parents,
or staff of the sub- or paraflel system. Little or no adaptation or
modification was made in thp.program of the main system. In fact,
the effect of these mchanisms was, to reinforce the,behavioral and
programmatic regularities of.the main system.

eontrary to this approach, [the emerging intArated systems trend]
"' recognizes that the development of the sub..!orparallel system is a

strategy that-has bopn unfruitful,'has created its own set of
problems, and is contrary to.modern learning theory, 4nstructtonal
strategies, and organizational practices. The [integrated systems
approach] emphasizes[ the development of an adaptive system that is
responsive and relevant toqhe needs of all children; the focus of
change is the program regularities of the main system. The burden
for adaptation, which, previously, had reste4 unproportionately.
upon the child now shifts to tile main system, The child is
-rlsponsible only as one aspect of the environment comprising that
system.,

This approach'calls for an analysis of both the programmatic and
the behavioral regularities of the main'system. When there i1 .a

disparity between a regularity and the stated goals, a change in
.either the goal or regularity must logically follow.'

An :accountability mode], must be utilized that assists Planners
a

in the development of new regularities Covsiitent with stated goals, 06

in'other words, an, analysis and redesign of the entire system, Programs
.
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integrating handicapped children into regular education, concentrating

:only on changing the special' education or sub-systim, withou changing

thd mach system, are doomed to eventual failure.

. ,

Sarason2 indicates that 4arrrchange that is introduted into the
% .

schools will eventually involve some existing behavioral cr.programmatic
.

regulari if. He suggests' that it Js difficult' for school pers onnel )to

consider tile universe of alernatives for programmatic regularities.0,
By changing the'programmatic regularities, the occurrence and frequency. of

behaviOral regularities can be significantly changed with greater

payoff. To express, it another way, beneficial changes in behavioral

regularities, intended by the *ft handicapped children int9regular

classroods , Will probably not occ without concommitant changes( of the

program regularities of both the main and, sub-systems. The way teachers

organize for instruction, the wAy they interact with children, and,the way

in which the total school environment has been engitleered must be carefully

examined to Pyovide effectively for children with a wide degree of$it

variance in behavior or learning.

Ltatigpatgsu4Ens Model of Accountability

This section. will outline in accountability model for integrating.

handicapped chi ldren.intO regular classrooms with emphasis, on a

systems' analysis and design. It might be helpful to outline a simple

syStemsproach.

There are, three .Major components of a system:

1 The input which includes both the controllable (policy) and
uncontrollable (environmental) variables!,

2. The operations' or proces (procedures); and

3. The output, or product.'

The program d:.ign or blueprint developed, in a systems format reveals

essential' data to the planner, the manager, and
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Special projects, or innovations, can be vWed as 4 System which trans-

forms the inputs into outputs by the operations or picess,. Systems
.

4iceeualization,of the project or innovation provides essential d;ta
t

needed for planning and design of the projecevaluat1on of Oat is

happeningin-theongoing process, and forecasting future effects With-

greater accuracy.
. .

The total system is-a tembination of a complex network of interdependent,

interrelate? sub-systems that provide the enabling resources to the main

system. The interdependerwly of .these sub-systems is difficult to analyze

apart from a systems'approach. Faulty planning, input, processes, and

outputs of the sub- systems are large/y responsible fo'r the failure of

many projects: -to reach their main system objectives, both quantitatively

.

' 'and qualitatively. A project systeM must involve the participants,
(

Staff, and other target population in the total design. A project

system that. clearly de)ineates, with as much detail as possiblelthe

input variables, the operations, the sub-sysiems, and outputs, within.a
.

time frame can_provide the designer, administrator and evaluator with

precise and usable,-data.

In identifyingsand describing the inputs-- physical, material, and

human4rinkerhoff3cauti.ons that the inputs should be carefully examined

to determine if they meet certain criteria (described is pr IconditiOns),

which are essential'to the operation of the program. kin al skills

ofstudents, teacher volunteers, oSQ other teacher seleCtion criteria,

agreements of personnel to attend training sessions, are

examples of pre-conciiti Aost project managers do not give adequate1 ,

attentid to the control e er lnputs,.and when pre-conditions are not

met, a project from the outset may be'shakily launched)
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The Discrepancy Evaluation Model

An effective evaluation model.that can e overlayed upon a systems

t
.

design for program' development and.inttitu ional change ts the discrepancy\
,

model developed by MalcolA Provusgand described by Brinker-

. .hoff and heA.5 In this approaCh00_0villUation.processis.seen as ---
approach

. _

an aid to. understanding and improvement of'programs. Systems analysis

provides-the.vehicle for the evaluator to obtain more precise data

regarding theiprogram operations and the changes that might be necessary
4

to impeeve them, de to reach the goals and,sthndards4that have been

established, This form of analysis also aids planners and managers in,,

making predictions or forecasts regarding eventual success or failure

of,a particular 44gram: The DtscrepanCy Evaluation' Model simply 'compares,

on a continual basis, the performance (P).weth the Standards E(S), with

the difference, described as the discrepancy (S P = D), Program change

or improvement is.viewed in lighrof gradual approxiMation of performence '

a

to standards. "

Standards are pre.establithed, expectations usually ,developed by

project staff and participants'which may take the form of speCific

objectives and goals, but which are basically more, comprehensive. In a

broader sense, standards should,include detailed specificationsor

such aspects of the system as the quantity and quality of resources

to be utilized, the operationalpocedures, expected behavioral changes,

etc. Standards should be developed for every phase of the project.

-,''''AITY.ciiscrepancies.:between-performanceiand-standard-are reported to the

program staff for their use in decision making and ossibl modification

/

%

of the system.
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In describing the design standards of the'Discrepancy Models BrinkerL

'hoff'comments:,Watthe cidsign must be complete and compreh6nsive; it must

have face validity;,it must have,a Program compatible with.the-environ-

mentk and it must be internally consistent. He indicates that the .

...01Wati**Orpc4sep_theMSeiyes.,will formAjogiCal es.criptton_OLOP
4

program. If partior pieces are omitted from tho design it will not

jtie possible to understand: or benefit .frog the total -design. The model

is basbd on the assumption that the evOuation activity must resultAn.
A

discrepancy information that will be useful to the staff in making

program or process modificationS.by exercising control over the operationt:

or by changing the deign as'indicated.

Ina new evaluation aPpro6ch t'ie authors have used in Houston, Texas,

teachers ahildren generate and record the necessary data regarding

their performance and other project opeations. The evaluator, or watch-

dog, then.monitors the project'operation utilizing data *piled by the

participants. Therefore, therevis little need for standardized tests

orfor monitors to actively observe cla room behaviOrs of children

and teachers. This procedure also encourages children and teachers

to. become monitors of their own,behavior, with more resultant and lastinT

changes without external 'Coercion:)These data are then analyzed for the

administrators who male necessary decisions from alternatives tht are

generated from criteria previously established by the administration.

. In summary, the Discrepancy Evaluation Model is based on the

ass,umption-that-key-staff-must-employ-systeAti Oethods-to-continually
,a

modify a program as a function of the systematiclOdback resulting

. from evaluation.

The Measurement of Behavior - A Traditional_ Approach

raditionally,.education has tended to group children according to

I .

how they perforMedon:a standardizedjest Wcently, with the advent
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of individualized instruction and curricula which focuson criterion-
,

referenced .tests, educators,are questioning the iidequacy*of standardized

te!tsfor studenylacement. One of the major criticisms of the testing

movement stems from the'fact that staridarized testing may be an artifiCal
,

way of measuring children's,potenfial. IkattemOing to measure changes

fe children that have occurred during a specified period of time, as

the result of a specific treatment, traditional standarized instruments.
N.,

may not be of mucti rise.. 'A morepreci(e accounting and monitoring of

studentbehavio'rilchangeiS needed. .One system both sufficiently+

exact and general to permit its effective utilization'in,meeting questions

of ,:ducational 'accountability is known as precisiOn teaching, Lindsley

says: 4

Precision \teaching is not an approach;it is an.e.00, inexpensiVe system
bf menitoriKrdaily ImproVement--not performance, but improveMent,.
Improvement is acceleration; performance is.frequinCY of eccurrence:° '

Such'a system is priantlybeing implemented in HoustdIndependent

School DiWict, Houston, Texas.'he following a description of the

salient features of a precision teaching system as it is implemented

in Houston.

LIDSe.A.grated.Behavioral-Systems Model

In the previous section an Integrated Systems Model for accountability

was presented which required a total systems approach to analysis plan-

ning design operations, evaluation, and,redesign. This system empha7
.1

sizes the need for: .

1. An in-depth analysis of main and subsystems;

2. The direCt involvement of staff, participants, and community
in the develoOment.andongoing.modiftcation of the operations
design and evaluation component;

(.

3. The development g1 alternatives to the programmatic and, behavioral
rOularities of the main and subsystems; ,

213

N



. .

4. The application of a discrepancy evaluation model to evaluate. and

thereby change the system as needed; and
.

5. A procedure for precise measures ent on a continuous basis of the
movement toward the establisked.objectiv6. .

....
--, - ,

The ultipte. goal of these procedures is' to develop a plu91.0n1 that

Will 'ensure that the goals and objectives of the particular project, or

system, are reached'with consistency and within a pre-eitablished time

t
,

1

frame and at a level of proficiency that meets the expected standar4.

In the final analysis, the behavioral-learning imps vement, or changes

.
of the target students, becomes a major variable n the evaluatioh

,procedure. This section will concentrate on procedures that can be

. , utilized to measure the changes that occur over a period of time in

behavior and learning of students in accordance with, the objectives of

" a" particular project or system. To do this, it is proposed that the
.

behavior of the child be conceptualized in a manner similar way

the'systmos 'conceptualized. Presented is a conceptual model and a

fun'ctiontl model for analyzing a particular instance of a continuous

1;ehavioral pro' 4est, withir; a systems Namework.

1
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Figure I shows a diagraM of a specific instance of a given behavior.

This diagram is called the behavioral equation, which can be concept-

ualized within the. model, of
'

systems analysis previously discussed.

The behavioral input is defined as an Antecedent Event (discrim-

inative stimulus) or that which is present before'and/or at the same

time the child or person behaves. The Antecedent'Fient is composed.of

controllabisvariables (present environment) and uncontrollable var-

iables (historical antecedents). This behavioral ;input is processed

through the sense organs and is,organized and integrated by the ventral

,

nervous system and higher brain functions. 4

The behavioral output is the specific pinpointed behavior. We have

a specific behavioral objective and the aim is to either accelerate or

decelliate the behavior toward the desirable objective. The evaluation

component is the Subsequent Event (Reinforcer) which immediately follows

the behavior and will eventually increase or decrease the probability of

the given behavior repeating again in the future.{

This conceptu0 or descriptive behavioral equation allows us to

look at every child behaving in the classroom as an-independent

behavioral system in himself. Once this model is ,applied to a child,

it ceases to be conceptual or descriptive, and beComes functional.

What Olows is a function'al analysis of the behaVioral equation.

Figure 2 shows a lesson plan sheet. This plan sheet is the

functional application of our behavioral equation, The Program and

Programmod FMni are the precise specificatiogs of the controllable

input variables (i.e., curriculumrspecifications,'classroom description,

etc.). The Movement Cycle is the precise description of the pinpointed
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behavior with its objectives; The ArrangeMent and the Arranged Events

are the specifications of the Subsequent Event and how it is going to be

belivered.

A specific component of this behavioral system can be functionally

analyzed by holding all components constant except one. The effects,

if any, will be shown.in:the behavioral output (Movement Cycle). To

meas'ure the effects of changing different parts or the syStem on the

Movement Cycle,'we rely on a precise tool of recurdiny daily frequencies

of behaviors. This tool is known as Precision Teaching. The follow-

ing section will discuss in detail this system of,behavioral measure-

'Tent.
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Precision Teachirm_Ls stem of Behavioral Measurement' .

Precision teaching is a.theoretically neutral system for measur.,

ing human behavior elange,in natural settings.

In education, the behavior of students is the final authority in

any evaluation of effectiveness. Student behavior is the critical

dependent variable. Success in instruction will be limitxd by the

success with which 'this variable is mea3ured:\\

Precision teaching enables any teacher, to do three things:

1. Measure the unique features of the changes of behavior of
each learner,

2. Base instructional deciSions on empirically determined reali-
ties. Make data'diagnoses and data decisions about instruction.

3. Discover the functional laws of behavior as they specificallY
operate now, in the school, with th6,students.

These features of precision teaching make it possible for any-teacher

to become free from the potentially tyrannical effects of instructional

,decisions based on authority, unexamined experiences, prejudice, and
A

irrelevant factors.

The basic unit of the measurement system.is frequency'.. Frequency'

is a "natural" unit because it recognizes the fact that all behavior

occurs in both number and time. Frequency is'an important unit of

measure in all the natural sciences.

It is Ike ratio between the number of behaviqral units and the

number of time units. Specifically it is:.
number of movements (defined behaviors)

Frequency,-

NUMBER OF MINUTES THE BEHAVIOR WAS OBSERVED

Precision teaching may be organized into seven sequential steps:

1.. Pinpoint-define precisely the behavior you are attempting to
change.
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2. Record--make a written record of both the number of movements
and the number of minutes the behavior was observed.

,

3. Calculate Rates -- divide tHe number of movements by the number
of minutes to obtain rate or frequency. Frequency is amost
sensitive and generally useful measure of educators.

4. Chart Frequencies,owStandard.Charts-,-visual inspeCtion of the
charted behavior's the basis for making empirical diagnostic
and instructional decisions.

5. Make Systematic. Changes--alter the conditions of instruction one
at a.time in order' to discover what is' effective.

6., Observe Charts Regularly--in order to maximize the feedback on
the effects of your teaching procedures on student performance.

7. Grandma's Law--try, try again. .Success is best achieved by
repeated systematic changet in the) instructional environment.

The standard behavior chart (See Figure 3) has been. designed toamake

it easy to detect and understand changes in behavior and'the relationship,

of these changes to the conditions of the instructional environment.

The fact that the chart is a standard chart, using standard c4rting

conventions, makes it possible to communicate behavioral facts with

speed and accuracy. 'v

The vertical lines on the chart represent days. The heavt lines

are Sundays and the lighter lfnes". in between theM are the'weekdaYs.
17

The days may be synchronized'wiln real. calendar time by pl'acing the

appropriate date in,the upper left hand-corner and on subsequent

fourth Sundays.

The horizontal lines are frequency lines: They are used to indicate

the - frequency or rate of a movement (defined behavior). The freqUency

lines are in groups. Each group is called a cycle. There are six'

a'c'es on every chart.: The bottom cycle tells how many times the

Novement occurred in a day (1000 minutes).- The next cycle higher
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tells how many times the.mOvement occurred in 100 minutes. The cycle

above tells how, many times 'ple movement occurred in 10 minutes, and the

next one tellsOow many. times it occurred-in one minute.

The lower three cycles are for movements that occur less than once

a minute. The upper threetccles are for movements that are more fre-

,

quent than once. a minute.

.After a frequency has been computed for a movement on a particular

day, it is represented on the-chart by placing itbetween the two clos-

est frequency lines.

Whenever a change is made-or.occUrs 4n one or more of the condi-

tions. of instruction, a vertical line is drawn on the chart to separate
1

the pre and post'change dates. The nature of the change is signified'

)
on the chart and explained more fully on a pa.ge designed for describing

the conditions of instruction.

The conditions of-Instruction are any 'and all of .the environmental

events which a human. learner has sensory apparatus to respond to and

whiCh have the potential for changing.behavior in.an observable way,

these conditions may be divided into two general classes. First,

thdse events aye usually,antecedent to the movement, ,Curricular material
4

and spoken or written instructions are familiar examples. The second

general class of events Is made up of all those events which are contingent

upon the.occurrenceof the movement. They are the consequenCes of

behavior. Reinforcers'and punishers ace two tyk of contingent con-
,

sequenceS. Consequences are subsequent to the movement.

The behavioral equation a set of symbols which make i )tonveri-

lent to deal conceptually'with the conditions of instruction and their

relationships to the dependent variable in the equation--behavior.

The behavior equation makes it possible for a teacher to manipulate

o
potentially critical conditions of instruction symbolically. The
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system may be used'to design-and permapentty rdcord individualized

conditions of instruction for each child. This is a technical advance

on the usual form of lesson planning. The behavior equation system-is

lanalagous to the notati

In contrast to tradi

on system for chemical reactions.

tional psychoeducational measurement, five

separate features of.behavior are measured in preciston,teaching.-

These separate features of may respond more or lest independ-

ently to changes in the conditions of instruction. They are:

1. Speed or level - -a measure of the central tendency of the fre-'
quency; measured by the mid frequency.

Celeration---the slope of the line of best fit; measured,by the
.celeration coefficient.

3. Variabilitythe day-to-day fluctuations in frequency of the
movement; measured by the standard error of the line of best'
fit. #

. Accuracy-4e distance between the mid frequency correct and
the mid frequency incorrect; measured by the accuracy'ratio. .

5. Accuracy Trend--indicates whither accuracy is improving,
staying the same, or becoMing worse over time; measured by /
the Improvement Index.

. ,

ank

Each of, the above perforMance measures are used to describe the

rehdviOr within any particu'ar phase.
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Precision Administration-:An Accountability Procedure

Effective teaching presupposes continuous evatuation.:. Since the

standard behavior chart utilized in precision teaching produces con-

tinuous and direct measures of behayior, it is made an integral part of

the teaching process. Both teachers and children must therefore become

proficient in its'Ose so that It serves, to aid individ4lized eval=

uation, decision making, and plantiing..."rExperience has shown that training

in classroom use of the standard behavior chart can be both efficiently

and economically accompliShed on an Inserve basis (e.g.; Naughton, 1971;

Pennypacker, 1973; Perez, 1973). Thus, the major .I'Tatdiy of precision

adminstrators is to introduce the evaluation process at,the level of

individual teachers' daily interactions with individUal ichildren.

Giving the evaluation tool directly to the teachers far daily use

with children is; then, an effort to maximi2e the effectiveness of the

evaluation process as an integral part of the teaching Process. Teacheri

are accountable to the children they work tl and, at the same time,
F .

are accountable to administratOs, Parents, and society in general.

Since a large amount of data will be generated,by using the daily charting

procedure, it is both possible and convenient to enlist;the aid of the high

speed computers. The computer can easily digest and store these data

to any desired level of sensitivity up to, and,including, a single

child's.performance,on a single page of-a 'single arithmetic book on a

specified day. By Summarizing the data with 'respect.toione or more of

the measures of behavior and behavior4change, an overall measure of

benefit derived fom a given program is yielded. This Summarization

can, of course, occur with respect to any independent POrameter of
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the program of any subpopulation of the participants in the program.

Since all o'f the behavioral'measures taken from the chart incorporate a

time dimension, one can readily view any resultant be&lor change in

terms of the time taken to produce' it an41.thus.arrive at a measure of

efficiency. Finally, one may add to such statements whatever cost.

figure's Are deemed appropriate, thereby providing a quantitative basis

for statements of accountability in terms of cost benefit. A major

virtue of the system lies in the fact that all such analyses are based

entirely on the'directly observed and recordeu behavior (both academic

and social) of the Children served by whatever program.is being evaluated.

The Same information which guides the teacher in her daily planning and

decisiop making constitutes, when assembled across the appropriate units,

of a program, the data base for administrative planning and decision

making at any level of responsibility. Such a system virtually ensures

that educational deciSibns and policies are formulated in consultation

with the ultimate experts-the Children themselves.

§YEEAEZI

An integrated systems model for accountabilitS, require:

1. A total systems approaf,, to analysis, planning,'design, operations,
evaluation, and redesign which assures the specifications of
program objectives and establishment of pre-determined
standards;

2 Analysis and development ofalternatives'to the programmatic and
behavioral regularitiet of the main and enabling system, ed
effective change strategies for implementing alternati4es;

3. Direct involvement of staff, Participants, and community in the
development and on-going modification of, the operations design-

. and evaluation component, andin the initial needs assessment;

4. In-depth analysis of the sub- or enabling systeMs within a time
frame, to provide enabling resources to the main systeM, through
such techniques as PERT, PPBS, etc;

.

5. Application of a discrepancy evaluation model to identify, or
pinpoint (a) variables needing modification or,(b) the develop-
ment of alternative program approaches, as a function of syste-
matic evaluation feedbadk. Performance control and cost
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effectiveness studies are essential aspects of the process;

6. Teachers,, children, administrators, etc., generate and record
necessary data regarding performance outputs. Staff ancUpartici-
pants become monitors,of their own behavior or sub-system programs;

7. A procedure for precise measurement on a continuous basis to
measure movement ,toward established,Mectives; and

8. Program auditing by qualified personnel external.to the system
to.assess the validity of the procedures.for determining system
effectiveness.
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TOWARD A MORE SUBJECTIVE APPROACH TO,ACCOUNTABILITY

Sam-Henrie*

Far West Laboratory for Educational
Research and Development

To understand the concept of accountability, one must become aware of

the important distinction between an evaluation program and an,accountability

system, Evaluation merely seeks to measure the effects of &given treatment,

nothing more. is quite possible to evaluate a mainstreaming program for

exceptioral children, for example, and never use the findings for any other
.

purpose than to occupy spa in a.,4orgotten file drawer. Accountability systems,

en the other hand, are designed to make constructive use of evaluation findings.

They are leferred to at "systems" in order to emphasize their feedback and

self-correctional qualities.' Although eccounlability systems may differ in

..structure, they all address the same basic functipns: goal setting; evaluation;

feedback; and correction of the or,lqindl system.

Who Is Accountable to Whom

If a program's goals are students' cognitive development, affective adjustment

and growth, increased interaction, rapport, and cooperation between mildly handi-

capped children and normal children in the classroom, then we must look to all

the variables that affect these outcomes, We must avoid making any componeat

of the total system a "scapegoat" for the Various other components: administrators

must be accountable for their input, parents for theirs teachers for theirs, as

well as giving attention to the input from curriculum materials, etc.

*Sam Henrie is Senior,Research Associate at the Far,West Laboratory for
Educational Research and Development, i355 Folsom Street, San Francisco
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The purpose of accountability is to help the system approximate its gods,

rather than 'identify its faults. ,ountability can be used to identify the

strong areas of the system and enhance its effect's as well as to identify

weaknesses, so.that remedial act/ion can be'taken.'
VW,

This points to the need for analytical capabilitie,s within the accountabil-

ity system. The systewshould not only identify the effects, but also point to

the processes which bring 'about those effects, and provide tools by which probable

improvements can be identified.

The sum total of this view of accountability is that accountability is a

constructive process of evaluation, feedback, and improvement. Each component

of the system must be accountable for its affect,on the children and must be

continuously improved in order to increase its beneficial effect.

Accountability as a philosophy, can be interpreted as e move away from.

the competitive survival-of-the-fittest approach to teaching. In a modern

accountability system there is no rejection of those students who fall below

the norm or "fail," The focus is not on measuring and labeling students in

order to differentiate those who succeed from those who fail, but rather to help

each student succeed -- success being defined as significant improvement and

cognitive knowledge in skills, affective growth, social integration and adjust-

ment, self-image etc.

The relationship between an evaluation program/accountability system and

an instructional program is a delicate one. The evaluation program must be

continuous and must provide useful feedbackJor the participants in the education-

al program, yet it must not interfere with that program in any detrimental way.

In other words, accountability must not become the tail that wags the educational

dog. Those who design the accountability system must be aware of this important

balance and aware of the trade-offs involved.
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Costs vs. benefits in the use of teacher and student time for testing

is one such trade-off. As long as the testing is beneficial to the instruction

al system - that it provides meaningful diagnostic and evaluative data which/can

be used to improve instruction - it is 1eg4imate to use it for evaluation'

purposes. When the evaluation procedures cUt into neede' instruCtiona/

learning 'time, they must be questioned, and careful consideration given to

the imiortance of evaluation as opposed to 4nstructional/learning/

Distortion of the instrkOonal/learningisystem can occur if/the type

of evaluation employed is incompatible wi that system. When objective

tests measure only a few of the skills taught in an instoktional 'program,

Or even a different set of skills than'those involved in the,program,-yet

the results of such tests are fed baCk to teachers and students, a false

sense of success or failure will result.

A similar effect can occur when the accountability system encourages

certain rewards and punishments for certain overt behaviors, like free

movement about the classroom or talking among students. It is well known

that children need a certain amount of mobility and that learning is

enhanrPd, in certain situations, when talking is permitted. When these

things are entirely frustrated, psychological tension mounts and students

become either hostile, or depressed and passive. Yet a poorly con-

ceived evaluation based on simple frequency counts of "talking out of

turn" and "getting out of one's seat" can demonstrate a program's increas7

ing success while it is destrUctive of other educational and humanistic

goals of the program,

Regardless of the enthusiasm of the evaluators or accountability

system designers, and regardless of the demands made by monitors, program

directors, governing board members, parents, etc., it is not healthy or

productive for the evaluation program/accountability systeM to overpower

the instructional system.
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Whenever a conflict exists between 'these'two functions, the instructional

system should be favored. After all, that is what education is all about.

Coals for Students in a Mainstreaming Program

fii.proOims that attempt integration of exceptional children into the

regular classroom,. at least three kinds of student outcomes need to be considered

in any evaluation design:

The learning performance of the exceptional children in the mainstreamed

class. This should be.measured against a baseline of previous performance in

the isolated situation, thus offering a comparison between the two arrangements.

Measurement of self-image and social integration of the exceptional children

in the normal population of the regular classroom. The kinds, of behaviors and

4tudes 4asurid here are not cognitive in nature. They are the degree and

kinds of social interactions, between normal and exceptionaVchildren and, in

particular. changes in their self-concepts. both Agative and positive.

The performance and attitudes of acceptance on the part of the normal

children in the classroom. Here we would measure such things as changes, if

any, in the cognitive'performance of normal children that might'result from

the teacher robbing time from them in order to focus 6n`remediation of exception-

al children's problems. This part of the evaluation would 'include measuring the
k

attitudes of the normal children toward the exceptional children; the degree and

quality of their acceptance (incidence of teasing or stereotyping, expressions of

friendship, goodwill, etc.)., and any qualitative changes in the attitudes of the

normal children toward exceptional children (e.g.,. to be different is alright;

that a deficiency in one area of cognitive performance does not debase the 'total

personality or value of a person, etc.). The evaluation/accountability design

would seek to demonstrate those behaviors of peer help and peer tutoring that

could be measured by frequency counts, and make observations orr,the quality
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of the interaction between children (e.g., does the interaction focus only

on.cognitive tasks or is it also social and friendly and takes place on the

playgro6nds, in the halls, at lunch, etc.).

Objectivity vs. Subjectivity_ip EvaluationAltipstmairalranam

Because of the strong emphasis on training, accountability programs for

exception'al children have tended to be framed in terms of cognitive development

and have employed behavioristic techniques ;. In certain techniques, preCision

teaching for on,e, there is a-ten'dency to focus en overt expression of cognitiVe

/growth. For example, frequency charts are kept on "correct" and."incorrect"

verbal output -.which means the number of cdrrect answers, or rehearsals of

memorized material the child can produce to a/given stimulus like a question,

or ilstructions to recite the multiplication tables. Thesd programs also

measure conformity'to classroom rules, i.e., the number of times the student

speaks out of turn, the incidence of tardiness, the frequency-of angry

*

exchanges. between children, etc. When behaviorism is applied to human

learning and grog h its effect is almost always reductionist - it

focuses on short -t easily demonstrable, and sometimes trivial objectives.

After all, ii is very difficult to keep a frequency count on subtle changes

in self-image, or on a number of other important kinds of growth that

are not immediately demonstrable.

Educators who have embraced the "open classroom" approach to instruction

are asking for evaluation programs/accountability systems that take into

account these more difficult kinds of measurements. They emphasize affective

growth and,cooperative work initiated by the child following his/her own

motivations: This philosophically based methodology preSents problems to

those INho wish a strict accounting. Means must be found to develop account-

ability within this framework.

The disagreement between who ad4ocate strictly objective evaluation
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based on overt behavior, and those who will accept subjective "soft" data

has roots in a long-standing di agreement between professional philosophers.
0..

The logical positivists insist t at truth can be establishelbonly by rigorous

- experimental vocedures which yield observable and reliable data. This

philosophy has been adopted by behaviorist psychologists who will accept only
y

overt behavior as data, and who usually measure the frequency of occurrence

of the behavior in their experiments. Other philosophers are willing to

accept more subjective evidence, such as reports of feelings, as means of

establishing truth. Or they are amenable to logical arguments. These views

have their counterpart in phenomenological, gestalt, and personality psychology,
. ,

all of which allow for many kinds of subjective data. The phenomenologists are

willing to accept less rigorous, "soft" data in order to study learning processes,

or behavior in all its natural richness and complexity.

The behaviorists admit as evidence only those changes that can be objective-

ly measured (through frequency counts of overt behaviors). The loosest kind of

data they might admit would be observations by a variety of observers, when

interrater reliability can be shown to be high. The behaviorists are loath to

accept subjective judgments, particularly when those judgments are made by

participants like the teacher or students. They show little interest in the

intervening variables of self-image, attitudinal changes in learnin9, heuristic

learning, etc., because these are difficult .t6 define and objectify, and their

measurement must necessarily be subjective--either by report from the learter

himself, or by the interpretation of one closely involved in the learning

situation like the teacher.

The humanists, by untrast plade a high value on measurement of the interven-

ing varia . They claim that the learning processes or heuristics are much

more powerfu than the learning of mere"facts or isolated skills. -
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They belieVe-that subtle, internal, longitudinally developed,attttudes

like self-image are of much more importance in the overall growth and

development of a child, than the mastery of any isolated group'of skills.

Indeed, they believe that the long-term development of the child depends

upon his gaining a sense of mastery, self-wOrth, and internalized

motivation to learn.

In his article, "Objectivity vs. Subjectivity in Educational Re-

search'," Michael Scrivenlargues that subjective.reports are not...only

legitimate, but may be the only way in which important variables in the

educational experience can be measured. ,11# points out that in a

social-intellectual process like learning there is no "objective"

instrumentation such as one finds in a field like physics. We have

no oscilloscope of the mind Or bubble chamber to trace the paths of

newly spawned ideas. He points out that a well-trained mind is

the most sensitive instrument available to a social scientist. A keen

and sensitive observer is more likely to be truly objective, in the sense

of accurately measuring the effects of a particular treatment of'the

program, than would be a measurement by "objective" frequency counts, of

overt behaviors. The frequency count also is made by an observer, but

in this case he has drastically limited the data that he will attend

to in order to gain interrater reliabilityi

But the most important argument favor of subjective measurement

revolves around the richness of such measurements. Behaviorists, find

it terribly difficult to objectify and measure simple attitudinal states

like happiness, frustration, and anxiety, but even a young child can

discriminate these states quit8 easily when they are occurring within his

own nervous system. With a little probing he is able to report his

emotional state quite accurately.
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A teacher, after working with a child for some time, can usua)ly gauge the

changes in attitude better than any "objective'' observer who is restricted to

the use of frequency counts of overt behaviors. Here the question of teacher

prejudice and/or self4eception may be raised. However, outside, observers with

clinical training, or with operational descriptions of the-attitude states,

learning processes, or goals in question.can be called upon to verify the

teacher's subjective observation.

The preceeding arguments are not intended to'rule out the use of "objective"

measurements through Oequency counts of overt behavior. They certainly have

a prominent place in any comprehensive erialuation/aCcountability system. But

they must be applied to those limited areas of cognitive growth and behavior

control to which they are appropriate. They must be richly supplemented by

subjective observations, including observations by those immediately involved

in the teaching/learning situation'like students, paraprofessional aids, and

teachers, as well as obserVations by trained professionals like clinical

psychologists.

Neither are these arguments intended to discount cognitive growth as an

important goal. But they are offered as a caution against the narrow acceptance

of thit goal as the only goal of an educational system. Placing .too large an

emphasis on external control results in de-emphasis of self-initiated work.

Stressing curriculum content, the mastery of which can be easily demonstrated,

e.g., recitation of the multiplication tables to the exclusion of less easily

measured developments in insight and esthetic sensibilities ultimately does a

disservice to the child. Educathn must be a process which facilitates bal-

anced growth to all aspects of the child's life.
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The iddas presented PI ,this short paper are offered only as a rationale.

for a more humanistic and subjective4pproach tO'accounpitillity.

They suggest that the goals must be broadened, that objectives and

tN

evaluation systems must be formulated to account for the' special

goals of mainstreaming programs. They also suggest tha\t, accountability

systems should be detigned to be compatible with and reinprcing to

the instructional system.
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FOOTNOTE

1. Scriven, M. ."Objectivity and SubjectivityOn'Educational Research,"
Chicago: National Society for the Study of Education, 71st Yearbook,
1972. (Distributed by the University of Chicago.Press) pp. 94-142.
See also Eisner, E. W. "Emerging Models for Educational Evaluation,"
School Review Vol. 81 (August 1972), pp. 573-590.
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AFTERWORD

4.

Many of. the ideas expressed herein are commonplace in relation to

"normal" children'. They are radical in relatibn to the handicapped child,

because people have not assumed that exceptional children are learners

and contributors to a positive atmosphere in the classroom.' Ve have

seen evidence to the contrary.

This is a plea for the Self.. Self-renewal; self-evaluation;

self-direction - all: necessary for teachers and students to experience

grbwth and learning together.

People, whether adults or children, succeed to the
degree to which they exercise control over their own
destinies and contribute to the life of the group.*

This is a plea for progress - for generosity in the face of failure,

for confidence that, through the configurations of change, new behaviors,

ideas, skills and mysteries will emerge to enhance our lives:

. . . a person is a fluid process, not a fixed and static
entity; a flowing river of change, not a block of solid
material; a continually changing constellation of potentialities,
not a fixed quantity of traits.**

* Beery, Keith, personal communication.

** Rogers, C.. On Becoming.a Person. Boston: Houghton Mifflin Co.,
Sentry Edition 1961, p. 122.
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REVIEW OF THE LITERATURE

Robert Fairra)d*

Historically, educators have desired a truly personalized instructional -

system - one that recognized each child as having his own liabilities

And assets, his own learning style, his own goals, and his own

potentialities. Educators have been obsessed with the idea of failure-
. .

'free schools -, schools that would maximize emotional robustness and

social sturdiness, while facilitatirig intellectual' and academic devel-

,

opment. Yet an indivtdualiZed instructional program for each and

every child remain; elusive. In spite of the obsession with failure-

free schools, our educational institutions, do, as Rubin (1969) ,points

out, represent a "gigantic selective mechanism" foresociety, an

,,, "agency of negative credentialism"lwhich certifies the children of

poor citizens -as socially inferior and intellectually less capable.

The Coleman Report (1966)' documents education's failure to serve as

a vehicle of,upward sociel an.d.economic mobility, presenting voluminous

evidence to support, the view that we have created a racist school

structure that Violates,the 'velv deMocratic principles upon which our .

educational system is"tased. Breed (197?)after a thorough study)Of

school records, surveyS, and census'reports, concluded that American
:

schoolg have failed,to teach aboUt 40,percent of We children en-.

trusted to them during. the past 70 years.2 Leon Lessinger (1970) expresses

*Roberttarrald,is Director, Identification and Remediation of Learn-
ing Disabilities Program, Sioux Falls, South Dakota
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the dilemma of education:,

If one airplane in every fa..r crashed between takeoff, and landing,
people would refuse to fly. If one automobile in every four went
out of control and caused a fatal accident or permanent injury, '°
Detroit would be closed down tomorw...[yet] our schools- -which
produce a more important product thftn airplanes or automobiles-.
somehow fail one youngster in four..)

"Special education" has historically,been one of the panaceas for

coping with individual differences and school failure. Yet,'in recent

years) the efficacy of special education has been questioned and many

of its policies and practices criticized. Indeed, some critics contend

that ma6vaspects of traditional s'pecfal-education programs are not

only ineffectiVe and inefficient, but also undesirable or even, harmful.

The questions and criticisrs'posed by the detractors of currentspecial

,educationgpractiOes must receive immediate attention and careful

thought. Mere opinion, guess work, personal bias and/or:eloquence

\\, will carry little weight, if the efforts,of special education are

,weighed in the balance and found wanting. Decisions regarding current-

Practices and proposed Changes must be based upon carefully collecteil and

wellrintegrated facts - facts concerning efficiency, economy, and

effectiveness in terms of the human beings We Wishto.educate:

Rationale for S ecial Class Placement

For many educators "special education" is analogous with "special

class placement." Educators have attempted to reduce school failure

and improVe quality by trying.to create classrooms that were homogeneous

i.e., classrooms created on the basis of some grouping technique

that would minimize individual differdnces among the children to be.

taught. Efforts to decrease heterogeneity have resulted in'the

removal from the mainstream of education various groups of children

t?-
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labeled "mentally retarded,", "emotionally disturbed," "educationally

handicapped," etc. Advocates of special, segregated classes have post-

ulated several hypotheses to support their position: *,

Regular classes cannot adequately meet the needs of exceptional
children.

The mainstream curriculum, teaching strategies, and insructional
materials are all inappropriate to the unique, learning character-
istics of "special" children.

The-span of individual differences in any giVci regular class, and
the overwhelming burden by the numbers.of children assigned
to each regular claU teacher,sprevent the necessary individualization
of instruction so.crucial to meeting the needs of children with
handicapping conditions.

Peers and teachers alike are negative and rejecting in their attitudes
toward children who are different.

Regular class teachers do not possess--nor are they willing to
acquire--the knowledge or the skills necessary to adequately teach
"exceptional" children.

Special, segregated classes can, on the other hand, effectively meet

the needs of exceptional -children:

Special classes provide 'a specially trained teacher with a unique
vcombination of skills which.allow her to be more positive and accept-
ing in her attitudes and more'capable of individualizing instruction.

-Special.education teachers are more competent in providing a

special curriculum appropriate to the real life needs of the
children, and a unique repertoire of teaching strategies and
instructional materials devised expressly and scientifically for
the exceptional youngster..

Because special classes group children according to the type of
disability, and because class size is limited, an instructional
program that is highly personalized is thereby insured.

Because special classes.are homogeneous and the teacher is warm
and accepting, they provide a healthier context for social and
emotional development.

Ultimately children taught in special classes will achieve a
higher and more fruitful level of adjustment in the social and
vocational aspects of the "real" world.
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:undings of.EfficAgStudies

The various assumptions inherent in the promise of special class

placewnthave been questioned by special educators themselves.

Critics of special, segregated cl'asses range from very mild and

conservative to very sweeping and radical., ,Siegel (1969), while admit-
..

ting that special classes may have produced several fine by-products

such'Oas organizational patterns, deeper knowledge, and insight, better

diagnostic procedures, and better teaching interventions, believes

that many "marginally exceptional" children - whether mentally re-

tarded, brain injured, or emotionally disturbed - may be educated in

the regular class if - and only if - the regular cla's teacher is given

appropriate training and orientation. This position has been supported

by Kirk (1950), Wooden (1953), and Cruickshank (1958).'

Other more recent critics are harsher in their criticisms and more

insistent that change occur immediately. In Dunn's view (1968),

"...murh of our past ana present practices are morally and education-

ally wrong." He notes that special educators

...have been living at mercy of general educators who have
referred their problem children to us [and that] ...we have been
generally ill prepared and ineffective in educating these children.'

Dunn'S solution is that we

...step being presbred into continuing and expanding a special
education program that we know now to be undesirable for many of
the children we are dedicated to serve.5

Dunn's survey of the literature pertaining to segregated classes

caused him to conclude that special class placement was essentially

damaging to the children who were isolated and that certain retarded

children make better progress in the regular classes.

Johnson (1962), after a very thorough review of available data,

suggests that
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It is indeed paradoxical that mentally handicapped children having teachers
especially trained, having more money (per capita) spent on their education,
and being [enrolled In classes with few children and a program designed to
provide for their unique needs, should be accomplishing the objectives of
their education at the same time or at a lower level than similar mentally
handicapped children who have not had these advantages and have been
forced to remain in the regular grades.0

Lilly (1970) notes that consideration of available evidence and expert

opinion leads to the conclusion ". . . thattraditional special education

services al represented by self-contained special classes should be

continued immediately for all but the severely impaired."7, Deno (1971) argues

that special classes and the tendency to meet the problems of heterogeneity,

via segregation. are "fed by the natural tendency of any organization to get

rid of what makes attainment of its goals difficult. . '."8 While Anderson

(1971) believes that segregated classrooms evolved when

. . . regular teachers in regular classrooms who could not cope with
the irregular behavior of children dissatisfied with their learning
environment shifted them to special schools and classedoms, convincing
themselves that the isolation was for the student's own good.9

For Trippe (1971)

. . the special education program represents a convenient acceptable
way of abdicating responsibility while appearing to ,be in the best
interest of the children.10

Emprirical Studies on Effects of Special Classes for EMA Children

Theproblemofevaluatingtheeffortsofspecial education and the

outcomes of special, segregated special class placement has'been

shamefully neglected. Much current practice is based upon opinion,

and avaibible data are characterized by a lack of certainty and by

empirical vagueness. Nearly all studies thus far completed suffer

from serious methodogical weaknesses. The negligible or inferior

academic performance of EMR chilOreneducated in special, segregated

14
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classes has been verified by a long list of studies (Bacher, 1965;

Ualdwin, 1958; Blatt, 1958; Cassidy and Stanton, 1959; Diggs, 1964;
A

Elenbogen, 1857; Goldstein, Moss and Jordon, 1965; Kern and Pfaffle, 1962;

Mayer, 1966; Thurstone, 1959). Several studies seem to indicate that

those children educated in a special class make greater gains in social

and/or emotional adjustment (Baldwin, 1958; Blatt, 1958; Cassidy and

Stanton, 1959; Elenbogen, 1957; Thurstone, 1959).

Jordon (1961), as a result of a sociometric study of 349 second-

ary special class children, found that the structure 9f the social

relationships in special classes tends to be .very similar to that of

reguiar classes and concluded the EMR children tend to have the One

relative social positinn, regardless of class placement. Blatt's

(1958) study suggests that the evaluative instruments employed (and

the corresponding variation of dysfunction in social and emotional

adjustment) influence thetdata evolving from research studies, and

indicates that conclusions reoarding Any superiority of special class

children in terms of social/emotional adjustment be viewed with caution.

Other studies (Goldstein, Moss and Jordon, 1966) yield data that

indicate that EMR children educated in the mainstream make greater

gains in social/emotional adjustment. Carroll (1967) found EMR

children in partially integrated organizational settings pade

significantly better gains in self-concept than did EMR children

educated in special -classes.

Empirical Studies or. the Effect of Special Class Placement for Emotionally

Disturbed/Children

,1 , *
Several efforts have been made to evaluate basic assumptions under-

lying special classes for the emotionally handichped. Whelan (1966)

found that emotionally disturbed children in special classes assigned
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more positive meanings to school, self, and family-related concepts

than did emotionally disturbed children in regular classes.- Rubin,

Simson and Betwee (1966) concluded that special classes do not produce

results significantly different from replar classes. Vacc (1968)

attempted to.measure change in achievement and overt behavior of .

emotionally disturbed children in special and regular classes.

Resulting data indicated that emotionally 'disturbed children i6

special classes demonstrate superior achievement and superior gains in

social and emotional adjustment.

A second-st4dy by Vacc (1972) is of special interest because his

basic premise was that the policy of special class placement can be

properly evaluated in terms of the degree to which the child's improvement,

resulting from special class treatment, is maintained after his return to

the regular class. Thus, Vacc compared children placed in special class.

two years after they had returnetto the regular class with children

(matched on the basis of intelligence, chronologqal age, grade place-

.,

ment, achievement level, social class and diagnosis of a supervising

psychologist)who experienced no special class placement. He summar-

ized his data as follows:

...it can be concluded that the data from this study support the
notion that emotionally disturbed. children who did not receive.
special class intervention are adcomplishing the objectives
of academic achievement, overt behavior change, and social
position at the same.leeel as'children who did have the
advantage of special class placement.11

41't

.-Morse, Cutler and Fink (1964) concluded that special class place-

ment for the emotionally handicapped is frequently a dead end - an
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educational death sentence. They also found that follow-up data on

those children who were, in fact, reintegrated were practically

nonexistent. Grosenick (1970) found that. with proper preintegration

training and appropriate postintegration follow-up, children could

successfully be reintegrated into the nelnstream without loss'of

gains made during the special class placement period, and without

adversely affecting those children already enrolled in the regular class..

Indeed,' significant improvement occurred after reintegration. Grosenick

notes that successful reintegration is impossible without: (a) careful

preintegration preparation'in those basic academic and behavioral

skills crucial to survival in the mainstream; -(b) careful assessment of

the child's readiness to return to the regular class; (c) extremely

good communication and cooperation among all persons responsible for
A

the child's educational and. emotional welfare; and (d) careful and

thorough folloW-up.

Relationship Between Special and Regular Education

Ernest Siegel (1969), an early pioneer in "mainstreaming,",was among

the first to question the policy of 'special classes for special chil-

dren" and the validityqlf a compartilten lized view of special versus

regular education. He anted that "...by definition as well as by

philosopy 'special education' can be undertaken in the regular class."12

Siegel's writings seem to imply that "special education" consists

merely of a series.pf intervention or organizational strategies that

might be utilized to varying degrees within'the general frame-

work of regular education. Cain (1970) notes that'you cannot separate

a specific problem of education such as mental retardation,

emotional disturbance, or cultural divergence - from the total
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school environment. "The-11Ctident's Committee on Mental Retardation :

(1972) postulates that mental retardation (and by inference other

handicapping conditions) is merely one of the symptoms of our ill

society, and that the total educational system is inexorably

entwined with the social, economic, and political systems. This concept

relates to. the finding that many children labeled EMR are "retarded"

only in school: At home, among the children in their neighborhoqd,
-.

these children function normally.

Why then,'in view of the lack of supporting evidence, do special,

segregated classes continue to flouris,h? There is, of course, Much

evidence to support the charge that special classes represent a ter-
..,

ritorial imperative, and that certification requirements for special

teachers merely reflect an attempt' establish and protect vested

interests. Farrald and Schamber (143) suggest that segregated classes

continued to flourish as a result of the educators' refusal to abandon

an enterprisejn which they have invested so much time and energy.

Johnson (1969) views special educsition as "...part of the arrangement

for cooling out students." ACcording to 0oh son, the plight of the

black (and by implication other minority groups including the retarded,

etc.) is "...a direct resulk of the regular school's failure to cope .

with individual and collective differences in learning and conduct."13

Seemingly, it is easier to erect a parallel but segregated system than

it-is to change the regular system so thit it accommodates itself to the

individual needs and characteipticsof children.

\'-awth for Teachers

'Teachers, as well as children, may bb shortchanged as a result of

their isolation from certain kinds of children. There is evidence

to support the charge that a policy of segregation diminishes the

regular class teacher's ability to accept and accommodate individual
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differences. Waleski (1964) not's that classroom experience with blind

and deaf children provides a learning laboratory for the regular class

teacher. The mainstream teacher, when confronted with the special needs

of an exceptional child, is forced to analyze her methods and strategies.

Such a teacher also gains a greater appreciation of and/or tolerance

for exceptionality. She becomes more sensitive to individual difference,

more patient, adaptable, and confident. Haring, Stern, and Cruickshank (1958).

concluded that teachers in daily contact with handicapped children tend

to be more responsive, more tolerant;' and more committed to meeting the

individual differences of children. Teachers without daily experience

with handicapped children, on the other hand, tended toward attitudes

of rejection' rather than acceptance. They tended to be both moite--

ilxious and threatened by the implied process of integration. Teachers,

then, when deprived of the opportunity to teach exceptional children, are

restricted in terms of their opportunities for professional growth.

Such teachers lose an opporturiity to face challenge and responsibility

for children entrusted to their care.

It seems safe to assume that any limitation placed upon the teachers

opportunity for professional growth creates a corresponding restriction

upon the child's growth. Adelman (1971) hypothesizes that

...the greater the teacher's ability to personalize instruction,
the fewer will be the number of children in her classroom who will
exhibit learning or behavior problems [and] the poorer the teacher's
ability to personalize iotruction, the greater will'be the
number of such problems.14

Available data seem to indicate that teachers who refuse to accept

responsibility for "exceptional" children also tend to avoid the

responsibility inherent in the very concept of personalized instruction.

250



New Solutions Needed

Fundamental and basic changes are needed to overcome the inflexibility

and rigid practices of the past, And educators must seek out alternatives

to the pclicy of special, segregated class placements. In the words of

Leo Buscaglia

. . There are thousands of beautiful gradations between this choice
and that choice. There are discoveries and new'ways of doing things
that we haven't even dreamed about.15

We must seek new administrative plans. We (oust become solution

hunters, since only throubh creative problem solving will'we be able to

generate a truly "special" educational structure that,embraces all

children as a part of tte mainstream and +Hews each child as unique'.

Great good can evolve from the simple rejection of archaic assumptions,

from the recognition that things we have long thought to be true are

false, and from subjecting our current practices and beliefs to frequent

and critical appraisal.

251

Nt'



4 FOOTNOTES
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Beery, K;

ANNOTATED BIBLIOGRAPHY

AnjAplootory Study of EducatisnalL,Social and Emotional
factors in the EaucatTeiTof Mental] RetardeBTE31-dTenTh

SChools. U. . Ofnee of Education 7--

Cooperative Research Program, Project No. 171', Athens,
Georgia: University of Georgia, 1959.

A study comparing three groups of retarded chiydreir'attending
a special class, regular classes, and regula- classes plus an
itinerant teacher. Results indicated that all three groups
made progress in edticational achievement in a one-year period
but no significant differences were found in behavior or
social 'adjustment.

"A Study of Educator's PreferenCes in Special Education Pro-
grams," Exceptional Children Vol. 37, No. 10 (Summer 1971),
pp. 754-755.

A survey cf the opinions of 50 teachers, administrators, and
school psychologists revealed that 27 favored continuing the
present program of special classes and 23 advocated placement
in the regular classroom with special provisions to help
integrate the exceptional child. Although the.classroon
teachers more often favored the retention of special classes,
the nonteaching educators tended 0 prefer regular class
placement of exceptiohal children.

Models for Mainstreaming,. San Mael, California: Dimensions
Publishing Company, 1972, 122 pp.

,,Author views the history of special education classes as the
original laboratory for many of the individualized teaching
techniques now in demand by regular classroom teachers. He
believes both special education and regular teachers have as
much to gain from classroom integration as their students do.
Included are a short discussion of the author's Prbject
Catalyst and brief reviews of successful examples.of integra-
tion. Team-teaching and peer and cross-age teaching have
proven of great value to normal as well as handicapped
children and are highly stressed, as is the belief that
schools should be growth-promoting for teachers as well
as students and that diversity-encourages growth far more
than homogeneity.
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Birch, J. and Reaching the Mentally Retarded. Indianapolis, Indiana:
Stevens, G.D. Bobhs- Merrill Co. Iiic.;19I5,

Blacklaws, P.

Boekel, N.

Brabner, G.

Bradfield, R.
Brown, J. and
others

A booklet designed to assist the regular class teacher working
with the mentally retarded. Content includes the following
topics: teachers' attitudes,'- identification and diagnosis,
narent involvement, common problems and misconceptions, and
teaching strategies for primary, intermediate, and high school
students. A list of instrudtional_materials, references, and a
bibliography are provided.

"The Slow learner in the Comprehensive SChool: Inclusion
versus the Special Group," in Forum for the Discussion of
New Trends in Education Vol,12, No. 1 (1969), pp. 21-24.

Author feels that th educational needs of the mildly retarded
are two-fold: emoti al security and an integrated language-
thought teaching progr m. Whether the child is placed in
classes of mixed ability, or the special class depends on which'
alternative will best meet his individual needs, with reference
to the teaching ,talent available. Those who favor special class
placement assume special educat:on teachers have the necessary
skills to best meet the child's needs.'

"The Influence of Teacher Expectations on the Performance of
the Educible Mentally Retarded: A Teacher's Peint of View,"
Focus on Exceptional Children Vol. 1, No. 4 (1;969), pp. 6-10.

Author feels that the most successful teachers of the mentally
retarded are'characterized by optimism and confidence in them-
selves and their students. The more that is expected from a
retarded child, the greater his motivation and achievement.
Recommended teaching strategies incfude rewarding attempts at,
self-expression, planning activities that Will insure success,
and exposure to humor.

"Integration.and the Special Class Admini,Strators," Journal of
Education No. 147 (Oct. 1964), pp. 105-110.

A discussion of the special education adminiStrator's
responsibility to provide accurate information about 'the handi-
capped, in order to reduce conflicts that may arise as a result
of attemptingejo integrate the retarled with the regular school
program. Emphasis is placed upon the administrator'S ability
to maintain an open minded professional Viewpoint in considering
segregation versus integratipn.

0

"The Special Child in the Regular Classroom," Exceptional
Children Vol 39, No 5 (Feb. 1973), pp. 384-390:7

Three educable mentally retarded children who had previously
been placed in special Self-contained classrooms, were integra-
ted with 22 nonhandicapped children in a third.grade class
during the first year of the North Sacramento Model Program,
in Sacramento', California. A precision teaching procedure was
used:, Results indicate that the-ha'ndicapped and nonhandicapped
children in the integrated setting impeoved as much or more

than their controls in academic skills, social behavior, al,
attitude change. -
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Brooks, F.L. "The Story, of Room 000," Journal for S ecial Educators of
the Mentally Retarded Vol. , pp. 127-129.

This article presents a strategy for eliminating the stigma of
the special class and integrating. the EMR population into the
total school program by abolishing the self-contained class and
placing EMRs in grades with regular students! Resource rooms
staffed by special education teachers would be established to
teach the skills of learning,and the identification 9f students

. for resource rooms would be by achievement rather than I.Q.
alone, which Wouldkinclude admitting slow learners as well as

) EMRs.

Brown, L.F. "The Special Class: Some Aspects for Special Educators to
Ponder,' Education and Training of the Mentally Retarded Vol. 3,

Bruininks, R. and
Rynders, 0,

Budoff, M.

No. 1 (1968Tpp. 11-16.

The author feels that the reality of special classes does not
line up to our assumptions aboOt them such as: 1) individualized
instruction, 2) highly trained teachers, 3) close supervision
by directors,: 4) homogenous'grouping,and 5) opportunities for
leadership roles. He concludes that since we do not know how
effective special classes could be, it is wrong'to condemp the
system before implementing the assumed conditions.

"Alternatives, to,Special Class Placement for Educable Mentally
Retarded Children,' Focus on Exceptional Children Vol. 3,.
'No. 4 (1971), pp. 1-T27-7

The author re-examines certain persistent assumptions about the
nature and purpose of special education, and. calls for the
development, implementation,and evaluation of a range of viable
alternatives. Several examples of programs which present
contrasting alternatives.to special classes are' discussed.

"Connents on Providing Special Education Withqut Special
Classes," in Studies in Learning Potential Vol. 2, No. 25,
Cambridge Mass.: .Research Institute For. Educational
Problems, 1971, 16 pp.

Author feels that we must develop a broader set of educational
alternatives for the educable mentally retarded than the
dichotomous regular or special class placements. Integration
is actually an administrative or organizational solution, with
no clear implication for instructional content. It is impera-
tive that psychologists change their roles as testers and
counselors to learning facilitators, or engineers, in the
broadest terms. The quality of a special education program
will depend upon the number of alternatives available to meet
the needs of the mildly handicapped child.
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Burden, R. "A Truly Comprehensive Educationi" Special Education
Vol. 58, No. 4 (1969), pp. 11-14.

A unique study in which a group of EMRs attended and.success-
fully completed courses at a community college.' Results
indicated that their Major difficulties were problems of

integration and seeking assistance. It was implied that
their former experience in a special class had limited their
ability to integrate with normals successfully.

Butefish, B. and What The Researt4er Says_ About Teaching the Educable
Mattson, B. Mintally Retarded-In the Regular Classroom. LubbocE,

Texas: West Texas School StOdy Council, 1965, 73 pp.

A practical.. teaching guide designed to assist regular class
teachers with educable mentally retarded children in their
classrooms. Included are sections dealing with the character-

Is istics and' identification of the mildly 'retarded, educational
objectiyes, teaching methods, student evaluations, and a
bibliography,

Carriher, W.R. A Comparison of Post-School Adjustments of Regular and
t ecial'Class Retarded individuals SeriaTilinco n and
Om ha e ras a Pu c c oo s. e ras a .tate 1partment

'of Education, lincofh--OriCe of Education, Wash., D.C.:
DHEW, 1957, 186 pp.

This study compared the post-school adjustment of retarded
persons who had been taught in special classes witn those
who had attended regular classes. Employment, sociological,
and parental information revealed thatjhe subjects from
both groups were described ap having .made satisfdctory Adjus -
ments in the community. Implication i§ that most mildly
retarded individuals adjust fairly-well to society regardles
of the nature of their previous educational experience.

Cassidy, V.M. and An Investigation of Factors Involved in the Educational Plate-
Stanton, J.E. ment of Mentally RetardedChildren: A-Study of Differences

Between Children inTiaal:aria Re ular Classes in Ohio. ITS.
Office of Education Cooperative Research rogram,, roject No.

L\ 043,19 Columbus, Ohio: ,Ohio State University, 1959,. 104 pp.

Compared 94 retarded chilckren in regular classes inOhio th

children in special classes in other cities. Results indicated
the retardates in special classes were superior in social
adjustment but infOior in academic achievement, which seems
to be a reflecitOpof the goals of the special class teachers.

Cegelka, W.J. and. The Efficacy of Special tlass Placement fur the Mentally
Tyler; J.L. Retarded in Proper Perspective," Training.School bulletin

Vol. 67, No. 1 (1970), pp. 33%68.

A review of related studies, issues; and considerations
regarding the most efficacious placement of educable mentally
retarded children in the public schools. Suggestions for
additional viewpoints of the problem-are also included.
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Chaffin, J.D.,
Spellmma6C.R.,
Regan, CrE. and
Dayison, R.

Chaires, M.C.

"Two ;.ollowup Studies of Former EMR Students from the Kansas
Work- Study. Project," Exceptional Children Vol. 37, No. 10
($ummer.1971), pp. 733 -738.

Children from work,study and nOwork-study special classes were
carefully equated to assure similarity and then compared for
employment success after.they left school. The nonwoe,study
group had 75 percent employed and the work -study group had 83
POcent employed. The implication is that in the area of prO7
aration for employment there is no evt0ence'to suggest that
regular class placement is superior to special class.

"Improving the Social Acceptance of Unpopular Educable Mentally
Retarded Pupils in Special Classes," American Journal of Mental
Deficiency No. 72 (1967), pp. 455,458.

LoW4status educable mentally retarded children were paired with
high-status educable mentally retarded in the preparation of ,a
play for two 15-minute periods weekly for five weeks. Results
indicated the children improved significantly in2actual peer
acceptance and in perceived peer acceptance.. However, the design
of the study prevents a clear understanding of e$actly what
factor brought about the changes,

Christoplos, F.. and "A Critical Examination of SpWal Education Programs," Journal
Rene, P. of Special Education Vol. 3, ,No. 4 (1069), pp. 374-379.

Authors feel segregation serves only to enforce the perceived
threat to the goalS of reOlar.education. Since it ddnies the
majority the opportunity to become familiar with the handicapped',
integrati PP:can serve to huManize the attitudes of the normal1 population.

(....) Cormany, R.B. "Returning Special EduCation Students to Regular Classes,
Personnel and Guidance. 'Journal Vol. 48, No. 8 (April 1970),
pp. 641-646.

Ftheen educable mentally retarded special class students were
returned to regular classes solely on the basis of Y.Q. scores.
Fifteen others, were )elected for regulit placement from a group
of 25 teacher-recommended students, who had participated in an
orientation and screening program involving the special
teachers, reading specialists, and a counselor. Results indicated
Wt. the experimental group had higher grade point averages and
lower failure and returnrates.

r
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Council for AnnUal Surve of Exceptional Child Research Activities and Issues--
Exceptional Children igni. r ington Council -'or` ceptiimiraiWei),
Dimension Series Ta5rmation Center, 1971.

the issue cited most frequently by 57 leaders in*ecial Education
was the special class versus regular class plaCement of mildlY)
retarded children. In addition to being mentioned most often,
it was cohidered to be the on3 most crOcial to future trends
in special education.'

Council for Not All Little U3gons A;:e.''Red: The Exceptional Child's Early

Exceptional Children Years. Report from the Invisible College Conference on Early
tETT-dhood. Held January 20-21, 1972,in San Antonio, Texas. Ed.

J.B. Jordan, Arlington, Virginia: Council for Exceptional
Children, n.d. 191 pp.

A collection of reports based on presentations of the participants,
this book reflects the great diversity of approaches to-early
childhood special education. Major topics are: early intervene
tion, identifyjng childr:en in need of special help, program
models and resources, personnel training, and initiating change.
Trends in special education priorities, inservice training,
noncategorical approaches, accountability, and federal and
state funding are discussed from a variety of viewpoints.

Council for Regular Class Placement/Special Classes: Exceptional Child
Excptional Children bibilpgraphy Series. Arifnyt-RTVirginia: Couvil for

n ceptionaT-Children, ICEC, 1971, 15 pp.

One in a series of bibliographical listings on exceptional
children. This publication includes 56 references related
to the question of regular or special class placement fOr
exteptionalwchildren. Each entry is,ebstracted and includes
tests, journal articles, conference papers, and research reports
selected from Exceptional Child Education Abstracts.

Council for Special Class Placement - Continuing Debate. Papers presented
Exceptional. Children at the Annual International Convention of the Council for

Exceptional Children (48th) Chicago, Illinois( April 19-25, 1970,
4 pp.

Included are papers dealing with the arguments for and against
special class placement, the efficacy of special placement for
educable mentally retarded children.and thp debilitating effects
of'special placement. Also included arelapers concerned with
the prospects of the mentally retarded for the future.
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Council for Trends and Issues in S ecial Education. Papers presented at the
Exceptional Children Annual n erne ona ,onven TIFOfThi Council for Exceptional

Children, (49th) Miami Beach,Florida: April 18-24, 1971.
ED 052, 398.

Darragh, J.

Dearborn Board
of Education

Six papers selected froth those presented at the CEC Convention. 1

The first paper focuses on child advocacy and the legal 4nd
illegal abuses special education pupils are subjected to. The
second, addressed'to teachers-in-training, deals with effecting
change within the existing structure. The third discusses the
role of federal assistance to the field. Ihe, fourth describes .

special education programs in Toronto, Canada. The fifth
analyzes the Council for Exceptional Children'S'historical
and present roles, knd the'sith rebuts criticisms of special'
education for the mentally retarded.

Diagnostic Practices and Special Classes for the Educable Mentally
Retarded: A Caymans Critical View. Washington, D.C77--Council
or Exceptional

The author feels that placement of the mildly retarded does not
insure greater learning, improved social adjustment,and vocational
success. Consequently, they justification, for continuing such
classes is questioned. Recommends that professional educators at
colleges and universities conduct research to determine the value
of special classes for the retarded.

A Follow-Up and Comparison of Graduates from Two Types of
High School Programs for the MentaliyHaridica ed. FIFO'
Report. Dearborn, Mich: Dearborn Pu lic Schools, 1970,
70 pp.

Two groups of educable mentally retarded high school graduates
were compared on social:vocational, and economic factors such
as job placement, income, and community participation. One
group graduated from a self:contained, vocationally oriented
program, while the other graduated from a program integrated
into the general high school where job experience was concurrent
with general education and courses were not specifically
vocationally oriented. Results indicated graduates of the
integrated general high school program had better attendance
records, held more full-time jobs, higher occupational levels
and salaries, and participated.more fully in community
activities.
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Deno, E. N.

Dunn, L.M.

Edgerton, R.G.

Instructional Alternatives for Children. Papers prepared for
thiTaTe-FaTirialbf the National Center for the

Improvement of.Educational:SyStems by the Leadership Training
Institute for Special Education under the'Education Professions
Development Act. Arlington, Virginia: The Council for
Exceptional Children, n.d., 195 pp.

The theme Of the 15 papers in this monograph is how to improVe

the interface between regular and special edudation services.
The programs described focUs on three aspects of the problem:
1) how to plan a course of action best suited to individual
children, 2) how to train adults to implement the plan, and
3) how to evaluate the plan. Descriptions, of reorganization
range from single school buildings to whole school districts
to long-range planning at the state education agency level.

"Special Education for the Mildly Retarded - Is Much of It
Justifiable?" Exceptional Children Vol. 35, No. 1 (Sept.
1968), pp. 5-22.

Author feels that disadvantaged children who have been labeled as
educable mentally retarded need educational opportunities other
than the traditional self-contained special class. Reasons stated
include: 1) children do better in regular classes, 2) track
,programs are a .violation of the Fifth Amendment, and 3) labeling
process is debilitating. Also, he feels, that regular classrooms
are now better able to cope with individual differenceso'due.to
recent innovations such as ungraded classes, programpied materials,
team teaching, educational TV, and clinicarteaching. Recommenda-
tions include the utilization of special educators as team,
itinerent; consultant, resource room and/or remedial teacher.

The Cloak of Competence: Stigma in the Lives of the Mentally
Retarded. Berkeley: University of California Press, 1967,
233 pp.

This book attempts to accurately study the lives and thoughts of
48 retarded adults who had been discharged from'a California
hospital. Data were collected by personal interviews with the
subjects; their friends,and relatives. Major problems upon re-
lease from the institution were making a living and getting
married. Of the 48 subjects, 44 had undergone "sterilization"
prior to their discharge. Most of them were very resentful of
this humiliating experience. All subjects felt their institution-
alization had been a mistake and attributed their inco petence to
the experience of institutionalization. The inform presented
strongly questions current practices in the labeli and treatment
of the retarded in our society.
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Erdman, R.L., The Administration of Pro rams for Educable Retarded Children
Wyatt, K.E. and in Small School Systemsi r gton, Virginia: TiEir67---our
Heller, H.W.. EVEiiilionialnildren,1970, 91 pp.

A booklet designed to assist school districts in rural areas
and small communities interested in establishing special
education programs, including classes for the educable mentally
retarded. Content includes material pertaining to the selection
of children, organization of classes, related organizational

. .problems, and curriculum and program alternative approaches
such as itinerant teachers and work-study programs.

Guest, E.
Ferrer, K. and cooperative Instructional Services Pro ram For In rovin

Educationil Personnel To Teach Special Education Stu ents
111The Regular L Final Report. Logan, Utah: Utah
grateDiTiversliT-1-97-b, 111 pp.

A report of a program designed to train regOlar class teachers
and teacher aides to meet the needs of handicapped and disadvan-
taged childrenin regular claS'ses. Training sessionvincluded
seminars dealing with the emotional, and intellectual needs of
exceptional children, observing and recording\bebaviors, curric-
ulum planning and practicum experience in a laboratory school. -
ResultsResults indi ted improved attitudes toward handicapped children
on the part o elarticipants,,and the students improved in
academic achievements. Appendix inclUdes sample evaluation
forms, data tables, and list of staff and participants.

Flynn, T,M. and "The Effect of a Part-time Special Education ProgrAm on the
Flynn, L.A. Adjustment of EMR Students," Exceptional Childreh vol. 36,

No. 9 (May 1970),\gp) 680-681.

7.

Franseth, J. and
Koury, R.

Educable mentally retarded children in a regular elementary
class We).e given a daily supplemental 45-minute class period'
of small group and individual tutoring. Results indicated
no significaqt differences between special class retardates
and nonspecial class retardates in terms of school adjustment.
More nonspecial class retardates were promoted than special
class. retardates.

Survey of Research on Grouping as Related to Pupil Learning..
Washington, O.C.: Office of Education, Bureau of ElamentArY
and Sicondary Edition, 1966.

A review of the research pertaining to the relationship between
learning and grouping. The effect of ability grouping on
achievement motivation is discussed as it relato to gifted and
slow-learning children. Other topics discussed are the nongraded
concept, individual differences, and the need for flexibility
in grouping.

265



Gallag r, J.J.

Gampele D.H. ,

Harrison, R.H. and
Budoff, M.

"The'Special Education Contract for Mildly Handicapped
Children," ExclpitonalCfaiicken Vol. 38, No. 7 (March 1972)
pp. 527-535:

This article considers the advantages and problems of labeling,
and points out how labeling has allowed society to marshal vast
resources to attack the problems of mental retardation. It is
suggested that the controversy over to label or not label is not
the real issue, since some children will be hurt by either
decision. The author proposes and discusses a two-year special

.education contract that would mitigate the damaging effects of
labels on children.with mild handicaps.

"An Observational Study of 5egregated and Integrated EMR
Children and Their. Nonretarded Peers: Can We Tell The Difference -

Looking?" in 9tudies.in,learnin Potential Vol. 2, No, 27,
Ca ridge, Mass.: Researc Institute For Educational Problems,
1972, 32 pp.

This study attempted to determine whether there are unique be-
havorial characteristics of the mentally retarded thatah be
used for identification purpos4s. Results indicated that both
integrated and special class retardates engaged in significantly
less Interpersonal interaction than did their non-retarded peers.,
Both 0-oups were rather passive and tended to avoid engaging in
any active behavior that would cause notice. Implications include
the need for training the retarded to become more actively in-
volved with others.

Gardner, O.S. "Out of the Classroom: The Birth"and Infancy of the Resource
Center at Hauula," Exceptional Children Vol. 38, No. 1

(Sept. 1971), pp. 53-58.

This article deals with the development of a resource center at
the Hauula School in Hawaii as an alternative to special claSs
replacement for educable Mentally retarded children. The children
worked with special education teachers during scheduled periods
of time during the clpy. As a result, most of the children were
successfully integrated into the regular classes. Also, the
Resource Center teachers were required to eonsult with the regular
class teachers, initiate new teaching techniques, and train other
teachers in appropriate methods of instruction. .

Goldstein H., A'Study of the Effects of Special Class Placement on EMR
Moss, J. and Children. U.S, Cooperative Research Project No. 619, Urbana, Ill.:
Jordan, L. University of. Illinois, 1965, 245 pp.

A comprehensive and carefully controlled study in which all
entering first-grade children inschools in three communities in
Illinois were screened.' All children having 1.Q. test scores
below 85 were randomly assigned to regular or special classes.
After four years results inditated: 1) both groups had raised
their averagel.Q.'s. from 75 to 82, 2).'heithv group was superior
in academic achievement,and 3) neither group was superior on a
test of social knowledge.
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Goodman, H. and "Social Acceptance of EMRs Integrated Into A Nongraded
others Elementary School," in Studies in Learning Potential Vol. 2,

No. 20, Cambridge,.Mass.:' TbseiE-Th'stitute rciTraucational
Probl6ms, 1971, 21 pp.

Results of the study in ated both integrated and'segregatild
educable retardates were rejected significantly more often than
normal children, that younger children are more accepting of,
others than older children, that boys express more overt rejection
than girls, and that integrated educables are rejected.more than
segregated ones by boys but not by girls,

0

Gottlieb, J. and "Social Acceptability of Retarded Children in Nongraded Schools
Budoff, M.' Differing in Architeeture," in Studies in Learning_Potential

'k
Vol. 2, No. 28, Cambridge, Mass.: Research Institute for
Edukitional Problems, .1972, 14 pp. .

, ,

Integrated and segregated educable mentally retarded children
were compared for social adjustment in a traditional school
building and a noninterior wall school. Findings ,,

revealed that the mentally retarded children.in the open-floor
school were rejected more often than the retard s in the
traditional walled school. Although the retard tes in the
open-floor school were known more often by thei normal peers,
they were not chosen as friends more often. It'was implied
that 'merely removing a child from a specikl class in and of
itself does not necessarily remove the label.

Gottlieb, J. and "Attitudes-loward School by Segregated and Integrated Children:
Budoff, M. A Study and Experimental Validation," in Studies in Learning

Potential Vol. 2, No. 35 Cambridge, Mass.: Research institute
For Educational Problems, 1972, 10 pp.

:._

A report of two studies concerning the attitudes of the mildly
retarded toward school in several'school placements. In the
first study, the attitudes of nonretarded and retarded children
in segregated and integrated class placements revealed that.the'
integrated group held more positive attitudes than the other
groups. The segrated group indicated the most negative feelings.
In the second study, mentally retarded children were' randomly- ,

assigned to integrated and segregated classes with the results ,

being' similiar to the first study. ImplicationS include .a
,discussion of the effects'of the labeling process.

,..

Gottlieb, J., ,1JA Preliminary EvaluationjOf-the Academic Achievement and Social
Hutten, L. and Adjustment of EMils In a Nongraded School Placement," in Studies
Buddff:.M. in LeIrning Potential Vol. 2, No. /3, Cambridge,,Mass.:. RiieiTa

Minute For Educiffenal Problems, 1971;629 pp.
(, .

.

A comparison of the social adjustment and academic achievement of
,educable mentally retarded children in a,nongraded scho %1 with
comparable retardates assigned to segregated special classes.
Results indicated the integrated retardates expressed more favor-
able attitudes toward school than their segregated peers.. HoWever,
the normal children tended to reject the integrated retardates
more than the segregated ones. Due to the small popUlation (N=7)
of the study, further research is indicated.
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Gozali, J.

Grosenick, J.K.

Grosenick,

. Hammons, G.W.

The Expectancy Phenomena: Impicatiol for Educating the
Mentally,Retarded," Focus on Exception)] Children Vol. 1,
No. 4 (1969), pp. 1-6.

Author feels that teachers of the retarded are likely to respond
to students not only in terms of the student's actual abilities,
but also in terms of their own attitudes and beliefs as to what
the mentally retarded are like. In order to avoid this it is
suggested that teacher training programs stress sensitivity
training and emphasis on nonverbal communication.

"Assessing the Reintegratilin-0 Exceptional Children into
,Regular Classes," Teaching Exceptional Children Vol. 2, No. 3
(Spring.1970) kip.. 113-119.

By observing ffie behaviorS of exceptional children before and
after integration into a regular class the author concluded that

// the special students were successfhLy integrated and their
placement did not significantly af'ect the regular class students,

"Integration of Exceptional Children Into Regular Classes: Research
.and Procedure," Focus on Exceptional Children Vol. 54 No. 5
(Oct.1971), pp. 1-8.

The author outlined a set of procedures for the, integration of
special class children into regular classes.' The procedure
includes determining readiness, preparing for the change, managing
initial integration and assessing behavior maintenance. It is

suggested as a practical guideline for uSe by teachers and
administrators who wish to integrate special class tbildren into
regular classes

"Educating the Mildly Retarded: A Review," Exceptional Children
Vol. 38', No. 7 (March.1972), pp. 565-570.

A comprelfensive review of Op litereore pertaining to the-
.

benefits and values of special classes for the retarded. It

concludes with a plea for change-rather than reaction anefhat.
inappropriate practices be alterpd rather than abolished.

aflaring, N.G., - Attitudes of Educators Toward Englational Children. Syracuse,
Stern, G.G. and New York: Syracuse University Special Education and Rehabilitation
CruickshanOW" Monograph Series 3, 1958, 238 pp.

A documented,statistical examination of the attitudes held by
regular class teachers and administrators toward exceptional
children and methods to modify these attitudes. Also, included

..are samp1 tests used to measure attitude change of teachers, and
selected lectures on integrating exceptional children into regular
classes.

-
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Havighurst, R.J. 'EduCationally Difficult Students: What The Schools Can Do,"

The National Association of Secondar School Principals
BuflOin Vol . WII3-6117, .

The author groups'the culturally disadvantaged, mentally retarded,
and nonconformers as "difficult" students. Included in this
category would be the rebellious "IonW who is often werlook$A. )-$

Suggested guidelines are presented to Help meet the educational
needs of these children.

Harvey, J. , "To Fix or to Cope: A Dilemma for Special Education," JOUrnal
oflpecial Education Vol. 3, No. 4 (1969), pp. 389-392.

A discussion of the advantages and disadvantages of special
education including quotes from leading authorities in the
field. Emphasis is on the question of integration versus
segregation. The author feels, that each of us interprets
special education in. terms of.his own frame of reference, and
there is a dire need for special education to provide diagnostic
or protcriptive Leaching for, the various types of exceptional
children.

P,
,

Hayball, H.L. and Study of Students from Special Classes Who Have Been Returned.
Dilling, H.J. to Re ular Ciiiies. Ontario, Canada:' Scarborough Board of

ucat on;NO, V pp.

Study was concerned with the effects of regular class placement
on slow learners, educa!fle tally retarded children, children
with perceptual an0 behaviora problems, and multiply-handicapped
children. Most of the childre except the slow learners and
educable meptally retarded achieved according to expectations.
Teachers reported similar personal and social adjustments for
all groups. Generally, all of the students held positive
attitudes toward the regular class experience with the mildly
retarded being the most positive. Appendix includes samples
of the teacher questionnaire and student interview questions.

Hodgson, F.M. "Special Eduction - Facts and Attitudes," Exceptional Children
Vol. 30, No. 4 (Jan. 1964), pp. 196-206.

,

A national study by the Los Angeles Board of Education secured,
data from professionals in respect to the definition, function,
organization, and administration of a special education program.,
Organizational plans discussed in detail are the segregation,
partial segregation, cooperative resource room, and itinerant..
teaching plan.

"Special Child or Retarded .Child? Some Special Problems of Clats
Placement," Training School Bulletin, No, 60 (Nov. 1963),
pp. 118 -122.

A discussion of some of the problems related to the placement of
a child in a public school special class. 'Topics included are the
differences between fun,:tional and permanent retardation, the
validity of intellectual evaluations, eligibility criteria, and
the importance of placing a child in an educational environment
that meets his ,eeds..

Holowinsky, I.Z.

0
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Jansen, S.,
Mogens,.C. and

fi others t,

Johnson, G.O.

Johnson, G.O.

v

ti

"Shall We Disband Special Classes?" Journal ofWALPlagtion
Vol. 6, No. 2 (Summer 1972), pp. 167-177.

A critical review of the major reasons that have justified the
placement of retardates in special classes. .The author suggests.
that decisions on selection, placement, and programmtjig for all
children in a 'school be made cooperatively by regular and special
education'teachers: Also, special educators need to take the
initiative in deVeloping greater coordination of effort with
general education.

"Is Special Education Necessary?'- C66.Th)s Program Possibly,k
Reduced?" Jourrial of Learnin [Nabilities Vol. 1, No. 9
(Sept. 1970 , pp. %

Although Special educators in Denmark.have attempted to implement.
preventive measures,,tNey have not succeeded In reducing, the need
fdr special edUcatton programs., At the present time-about'16 per

. cent ofall DaniOrm
e.

hool.children are receiving remedial instrOc-
tion. .The'issuof segregation versus integration is of great: ,

concern. Opinions are expressed concerning We possibilities of
reducing the heed for special education by an overall 'expansion
of the general educational facilities.

"Special, Education for. the Mentally Handicapped: &Paradox,"'
Exceptional Children Vol. 29, No. 2 (Oct. 1962), pp. 62-69.

A comprehensive review of theliterature concerning the effec. , i

tlVeness of special classes for the retarded. It was concluded
,that retarded children in regular classes do as well or bette ,r---"----

than their peers assigned to special classes.,- intermsof-'
academic achievement

,--
..-----

A Comparative Study of the PersoraLoAlpsiaLllsljuggeplsq '

Mentally andicapped Children Placed in S ecialCleeSIlith
Mentally Handicapped Children Who Rema n in Reou ar'Classet, ';
Syracuse-' NeW York;'. Syracuse UniverSity Research InStitute,-
1961.

Results indicated that comparisons of personal and social
sadjultments showed no significant differences between special
class retarded and regular class retarded children. Regular
clasS retardates achieved statistically lower scores on'
personal and social adjustment than did children of normal
intelligence Jr: the same clasSrooms.- Special class children
were found to be much like the normal' children in peer:acceptance,
but special class children were significantly more accepted by
their 'peers than were retarded children in the regular grades.
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Johnson, G.O. and
Kirk; S.A.

Jones, R.L.

Jordon, T.E. and
DeCharms, R.

Karnes, M.B.

Kauppi, D.R.

"Are Mentally Handicapped Children Segregated in the Regular
Grades," Exceptional Children Vol, 17 (1959), pp. 65.68, 87-88.

Results of the study indicated mentally retarded children in
regular classes were isolated, and rejected by their peer groups,
despite attempts by the teachers to integrate them into the
regular classroom. It was coecluded that the physical presence
of a retarded child in a regular class does not guarantee social

`'integration.

I

"Labels ar' qigma In Special Education," Exceptional Children
Vol. 38, No. 7 (March 1972), pp. 553-564.

This article points out that insufficient attention has been
given to the fact that certain special education labels imply
deficiencies and shortcomings in children, and that no systematic
tnquiry has been made of.childrea's perceptions of the labels
and services offered them. Results of the study indicate
children reject the labels "culturally disadvantaged" and "deprived,"
and that few strategies for the management of stigma have been
developed by teachers.

. "The Achievement Motive in Normal and Mentally Retdrded Children,"
American Journal Mental Deficiency NO, 64 (1959), pp. 457-466.

Forty-two mentally retarded children in special classes were
compared with 60 mentally retarded children in regular classes
in respect to achievement motivation as measured by the TAT.
Results indicated the retarded children in the special classes
had less fear of failure than the retardates in regular classes,
which might indicate that the pressure for academic achievement
in regular classes causes a fear of'failure, and lack of empahsis
on academic achievement in special classes lessens the fear of
failure.

"The Slow Learner: Administrative Plans That. Help," NEA Journal
No. 48 (Oct. 1959), pp. 22-23.

A discussion of the basic principles involved in providing the
proper education for the slow learner. Topics covered include
early identification, recruitment of teachers, acceptance of the
iwogrdm by others, curriculum sequencing, evaluation, integration,
guidance, and counseling. Emphasis is on flelble grouping and
realistic goals for the individual child.

"The Emperor Has No Clothes: rorrments on Christoplos and Renz,°
Journal of Special Education Vol. 3, No 4 (1969), pp. 393-396.

The author feels that empirical evidence does not support the;.
basis of,special education. Also, segregation on

the principle of disability does not yield benefits. In fact,
/segregation may be considered to be discriminatory.
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Kern, W.H. and
Pfdffle, M.A.

Kirk, S.A.

"A Comparison of Social Adjustment of Mentally Retarded 0hildren
in Various Educational Settings," American Journal ofjental 1/4 '

Deficiency No. (1962), pp. 407-4T3.

Purpose of study was to compare the 'ocial adjustment of mentally
,retarded children in three educational settings - special classes,
special schools,'and regular classes. The California Test of
Personality was Individually administered to all sOjects.
Results Indicated less,satisfactory adjustment on *part of
the regular class children on two of the six subtests. Authors
concluded tint retardates In special classes or special schools
show m9resaLisfactory,social adjustment than similar children
in the regular grades.

"Research in Education." In H.A. Stevens and R. Heber (Eds.)
Mental Retardation:, A Review of Research. Chicago: The

WiTveriTtivareivoT-14617-1,P7-57- 99.

An extensive review of the research pertaining to the efficacy
of special classes. Although the majority of the studies indicate
that retarded children make as much or more progress in regular
grads as they do in special education, the author emphasizes
the pitfalls inherent' n these studies, and concludes that"until
well-controlled, longitudinal studies are conducted, the benefits
or detriments of special classes will remain partly in the realm
of conjecture.

Knoblock, P, and The Lonely Teacher. Boston: Allyn and Bacon, Inc., 1971, 154 pp.

Goldstein, A.
An analysis of the perceptions of special education teachers
concerning their relationships to their children. Divided tnto

four parts: Part I explores the theme of teachers' loneliness;
Part II discusses 'group approaches for greater communication .

between staff meAbers; Part III describes actual group processes;
and Part IV analyzes the quality of individual teacher-pupil
relationships. Descriptions Of what realms happens when teachers.
and children interact are illuminated-Wanecdotal, material. Main
theme is that group process approaches can aid the growth potential
of teachers as much as children.

Knox, S.C. "Turnover Among Teachers of the Mentally Retarded," Exceptional.

Children Vol. 35, No. 3 (Nov. 1968), pp. 231-235.

Purpose of the study was to identify some of the variables
related to teacher turnover. The method employed was to compare
a group of teachers who had taught mentally retarded children for
two years or less with a group who_had.taught-for a longer period.
Results indicated those who quit with two or less years of
experieue tended to be younger men, employed in larger school
systems With a minimum of certification. No differences were
found with regard to number of years of training, differential
salary,or laboratory experience.
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Kolstoe, 0.P. "Programs for the Mildly Retarded: A Reply to the Critics,"
exceptional Children Vol. 39, No, 1 (Sept. 1972), pp 51-55.

The author closely examines some of the most widcly quoted re-
search supporting the assumption that methods of ident;fying
the retarded, and programs for educating them are adequate.
He concludes that the present. criticisms aimed at special classes
are not so much criticisms of thq classes as they are criticisms
of some of the administrative aspects of the program, such as:
1) the use of I.Q. test scores- tu identify the retarded, 2) failure
to reevaluate the effectiveness of the program on a regular basis
and 3) a lack of proper preparatory work experiences in the
curriculum. As a sunmary, he offers possible solutions with the
suggestion, that a variety of special programs be instigated in
addition to, not in lieu of, speOal classes.

Kolstoe, O.P. and A High: School Work-Study_ Program for Mentally Subnormal
Frey, M.R. Studerits , Saiiii6T TiTi no i Poss ,

1965, 179 pp.

This book describes the characteristics and needs of the mentally
retardek)., and outlines an ideal four-year high school work-study'
program. Emphasis is placed upon integration" and nonacademg
vocational experiences for the retarded,.,. Also includes specific
curriculum guidelines and sample evailiation forms.

Lavender, "PublicISchool Programs for Retarded Children," Digestof Ake.
Mentally.Retarded Vol. 5, No. 2 (1969), p 'p. 97-164.

A description of past and present educational services for the
mentally retarded in the publ'c schools of Connecticut. There

has been a 150 percent increa; in the number of classes'for the
retarded, and a 400 percent Ocrease 'in state aid during the past
ten years. A strong emphasiS has beenplaced upon the integration
of hormal and retarded children whenever feasible.

Lawrence, E.A. and "Self-Concept and the Retarded: Research and Issues,"
.Winschel, J.F. Exceptional Children Vol. 39, No. 4 {Jan. 1973), pp. 310-.319.

A review of the research concerning the assumption that retarded
individuals possess negative self-concepts. Authors conclude
that segregated class placements do not develop positive self-
conc,Tt', +11. :CLOrd0 children. However, much of the research
in this area is questionable due to the validity and standardize-
tion'procedures of the self-concept scales employed. The need
for additional research pertaining to the effectiveness of psycho-
therapy or counseling in improving the sell-concept of retardates
is stressed.
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,Long, N.J.,

Morse, W.C. and
Newman, R.G. (Eds.

Labeling and Segregation of Exceptional Children: Social
0;stance Creating Phenomena. UnpuClished manuscript.
San Francisco: Californiitate University, San Francisco, 1972.

Author feels that placing children in classes for the mentally
retarded gives low socioeconomic status parents a cross-
generational sense of hopelessness. They can predict only
that the future of their children will not be substantively
different from their own. Special classes for the mentally
retarded are perceived by such parents as an extension of the
welfare agency concept rather than as vehicles to provide
"equal opportunity" or equal access.

"Special Education: A Teapot in a Tempest," Exceptional
Children Vol. 37, No. 1 (Sept. 1970), pp.. 43-49.

A discussion of policie- and practices in the field of
special education and their relevancy to learning and behavior
problems. Emphasis is on the idea that self-contained special
classes should be discontinued for all but the severely handi-
capped. Also, the operations of the Council for Exceptional
Children and The Bureau for Education of the Handicapped are
reviewed in relation to the need for change. A new approach
for defining .exceptionality is presented.

"A Training Based Model for Special Education," Exceptional
Children Vol. 37; No. 10 (Summer 1971), pp. 745-749.

'Presents a training based mode': for special education services,
the goal of which is to equip regular classroom teachers with
the skills necessary to cope with exceptional children. The
model places the responsibility of rectifying a classroom problem
on the regular teacher, with support from instructional
specialists, although the author does not call for'an adminis-
trative edict to do away with all special classes. Included are
implications for direct service functions for administrative
teacher education and legislation.

Conflict in the Classroom: The Education of Children with
Problems. Second ed., Belmont, Calir.:aThrsing
Co., Inc.01971, 587 pp.

This collection of papers is distinguished by a section composed
of excerpts from modern literature describing what it feels like
to be emotionally disturbed. Current issues such as drug
addiction and the new attitudes toward psychotherapy are also
discussed. Other sections are identi!ying and diagnosing the
disturbed child, the kinds of help available, teaching techniques,
and hygenic management. The last part covers evaluation problems.
Bibliography.
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MacMillan, 0. "Special Education for the Mildly Retarded: Servant or
Savant" Focus on Exceptional Children Vol. 2, No. 9
(Feb. 197T11, pp. 1-11.

A reassessment of the evidence preselted by Professor Dunn
regarding the integration of educaal mentally retarded
children into regular classes. The wither warns against
polarizationon the issue of special class versus regular
class placement; instead calls for debate and research on

a larger issue, namely "To what extent, and under what
conditions, can a wider range of individual differences be
accommodated in the regular class than is presently the

case?"

Melcher, J.W "Some Questions From a School Administrator," Exceptional
Children Vol. 38, No. 7 (March 1972), pp. 547-551.

The need for a greater integration of special education service
within the mainstream of general education is discussed. Autho
feels that many regular classroom teachers may not be ready to
include the handicapped; that principals generally have little
academic background on the needs of the handicapped, and that
broader certification requirement: are needed for special
education teachers.

Meyers, E.L. "The Education pf the Mentally Retarded - A Systematic Error in
Curriculum Development," Education and Training of the Mentally.
RetArded Vol. 3, No. 4 (OW pp71611:T6T-3.

Since retarded Children learn as much or more in regular Classes
than they do inspecial classes, the author feels that a system-
atic curriculum:should be developed by general education curric-
ulum specialist4 in cooperation with special educators. If ,

educational objectives are clearly developed, stated, and
reflected in a definite curriculum, then the apathy of general
education toward the retarded will be greatly reduced.

Meyerewitz, J.M. "Peer Groups anii Special Classes," Mental Retardation Vol. 5,
No. 5 (41967), p0. 23-26.

A study of the effects of placement on personality character-
istics of the mentally retarded. Results indicated a trend
toward more self-derogation in children placed in special
classes compared to their peer group in regular classes.

Meyerowitz, J.M.
e

"Self-derlations in Young Retardates and Special Class Placement,"
Chijd_Dev orpolt No. 33 (1962),,, pp. 443 -451.

A study of'self7derogatory statements made by matched groups of
first-graders. Of 120 entering first-graders with I.Q.'s of 60
to 85, half were randomly assigned to special classes and half
retained in regular classrooms. Also, 60 normal firstgraders
were tested. Results indicated the children'in the special class
made a greater Rumber of self-derogatory statements at the end
of the year than(did those in regular classes.
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Miller, J.C. and nA Rational Look at Special Class Placement," Journal of
Schoenfelder, D.S. Special Education Vol. 3, No. 4 (1969), pp 397403.

It is the authors' viewpoint that the recent criticisms of
special classes while claiming to be logical, have been ill-
concealed emotional outbursts. Many of the critics have been
guilty of faulty and incomplete reporting. They feel thatjthe
criticism that special education discriminates against minority
groups is invalid. More research is recommended to ascertain
the effects of integrated and segregated placements :4 the
handicapped on both normal and exceptional children.

Mooney,:T.J. A Study of the Efficacy of the Administrative Placeinen of
rduZiMeTrintally Retarded Children in VartgirMcational

WhonTOmpared on a Self-Concept tcalTUnpublished
doctoraTEssertation, Syracuse, New York: Syracuse UniverSitY,
1969.

Muehlberger, C.E.

A comparison of the expressed self-concept of retarded children
in three educational settings: 1) a special class partially . .

integrated with nonretarded students, 2) a partially segregated
class with little integfation, and 3) a special school group in
a completely segregated location. Results indicated a significant
difference in self-concept favoring the partially segregated group.

"Factors Related to the Acceptance of Special Classes Within the
Public Schools," Journal For Special Educators of the Mentally
Retarded Vol. 6, No. 2 (1970), pp. 104-108:

Author feels that a more harmoniouS relationship between special
and regular classes can be attained by: 1) integration of special
class students, 2) orientation of facu'Ay towards the nature and
needs of the retarded, 3) special activities, and 4) improvingithe
attitudes of the retarded toward others. Also, the attitudes,.
mannerisms, and persbnal appearances of the retarded will greatly.
determine thdir acceptance by others.

Nelson, C.C. and "Forum: he Question of the Efficacy of Special Clases,"
Schmidt, L.J. Exception 1 Children Vol. 37, No. 5 (Jan. 1971), pp. 381-384.

The philos phical issues surrounding the controversy in special
education of special class placement versus regular class
placement for handicapped childreh are disc45ed. Three areas
of- difficulty in solving the controversy are noted to be
adherence to the paste approachingwitly a. prior) conclusions, -

and the failure to critically examine the present constructs In
use. Presuppositions of special class efficacy and the need
for empirical validation are explored.



Peach, W. and
Beverly,' L.

Porter, R. B.. and

Milazzo,# T. C.

Pres land, J.

O

Reger, R. and
Koppmann, M.

"Automated Reading Instruction for Educable Mentally Retar'eo
Adolescents," Slow Learning Child /6. 16, No. 1 (19b9)
pp.15-19.

Purpose of this study was to compare the effectiveness of real-,
ing instruction machines (TACH-Y and Controlled Reader') with
regular classroom instruction fir teaching EMR adolescents
to read. The Gates Reading Survey was used as a pre- and
post-test. Results indicated the sub4ects"taught with the
reading instruction machines improved 0.3 to 5.3 grades,
while the control group's reading improvement varied from
-0.1 to 2.4 grades. Greatest improvement was shown in the
'areas of vocabulary, speed, and comprehension,

"A Comparison of Mentally Retarded Adults Who Attended Spcie
Class With Those Who Attended Regular Class," Exceptional
Children Vol. 24 (April 1958), pp. 410-420.

This study' compared mentally retarded children from regular
classes with the mentally retarded from sOecial.classes
and found that specialelass graduates had longer periods
of full-time employment and tended to change reSidence
less often. It was felt that their experience in a

special class had aided them most in the area of social
competency.

"Who Should Go to E. S. N. Schools?" Special Education
Vol. 59, No. 1 (March 1970), pp. 11-16:.

Both sides of the issue of segregation versus integration
are discussed with references to recent studies concerning
the educable mentally retarded. The conclusion reached was
that placement decisions should ahhays take into account the
child's intelligence level, medical considerations, maturity,
special abilities'and disabilities, academic achievemont,
home background, attitudes toward school, age, and the
availability of alternate special provisions.

"Out of the Classroom: The Child Oriented Resource'Room
Program," Exceptional Children Vol. 37, No. 6 (Feb. 1971),
pp% 460-462.

A descript/bn of Buffalo S Child Evaluation Center and
Resource Room Program fo exceptional children. Information
is included regarding th criteria and admission procedures,
schedule arrangements, p ogram content, and the role of
parents and teachers. Due to the success of the program .

it was greatly expanded after a two-year'period.
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Renz, P. and "The Social PerceptiOn of Normals Toward Their EMR Grade - Mates,"
Simenson, R.J. American Journal of Mental Deficiena Vol. 74, No. 3 (Nov. 1969))

pp. 405-408.

Purpose of study was to,compare the social perceptions and
attitudes or normal children toWard'other normals and educable
mentally retarded children in special claSses. Fifty-seven
randomly selected normal children rated 14 special class
retardates and 14 randomly selected normals. Findings revealed
that the - special class retardates' were not rejected any more
than their normal peers, and that the normal children used the
same criteria to judge and describe the retardates that they
used for other normals.

Reynolds, M.C, and
Davis, M.D.

Rotberg, J.M.

Exce tional Children in Regular Classrooms. Papers prepared for
e eadership traTning Institute/tog-FirEducation, sponsore

by the Bureau for Educational Personnel-Development, U.S. Office
of Education. Distributed by Dept. of Audio-.Visuo.-Extepsion,
University of Minnesota, Minneapolis, Minn., n.d 125:pp.

The Bureau of Educational. Persennel Oevelopme'it (OEM) of
the U.S. Office of Education supports a var4aty ofXrAning
programs in Special Education. This collection of essays is
one of their attempts to stimulate th4nking on how to reintegrate
handicapped children into the regular classroom, Includes 14
papers that review various philosophies and strategies for
accommodating exceptional children, all of which agree that
integration is both desirable and necessary.

"Defining the Task of Teachers of the Educable Mentally Retarded,"
Education and Training of the Mentally Reterded Vol. 3, No, 3
tOct. 1968), pp. 11-6-149.

Critical incident techniques were used to determine the task of
teachers of educable mentally retarded children. Professional .

educators observed and recorded incidents of significant teacher.
behavior in the classroom. Results medicated that principals
and supervisors differed significantly from teachers in their
emphasis on particular aspects of the teaching task. Also,
the results have significant implications for all teachers.

Rucker,c'C.,, "The Participation, of Retarded Children-in Junior High Academic
Howe, C.E. and and NOnacademiC Regular Classes," Exceptipnal Children Vol. 35,
Snider, No. 8 (April 1969), pp. 612-623.

Results of this study indicated that retarded children whO had
been participating in regular classes were significantly less
accepted than the nonretarded, equally low in the social structure
of both'academic and nonacademic Classes, and apparently unaware,
of their low social position in regular, classes. Also,,their
level of acceptance in the special class was positively related
to their degree of acceptance in regular classes.



Sampson, 0., "Children in a World Anart," Special Education Vol. 60, No. 2
(June 1971), pp. 6-9.

A survey of administrators and remedial teachers in comprehensive
schools in England was conducted to determine the extent of
integration of remedial pupils and staff into the system.
Administrative organization, remedial teacher reaction, concessions
to segregation, modification for integration, and teacher integra-
tion'are discussed.

Schonell, F.J. "The Slow Learner segregation or Integration," Educational ,

Research Vol. 5 (Feb, ,963), pp. 146-150.

A report on the symposium "Slow Learner" in which'international
'educators expressed their opinions concerning the integration of
the mildly retarded. Countries represented were Australia,
Canada, Denmark, Oreat Britain, Holland, Japan, New Zealand,
Russia, Sweden, and the United States. Unlike the United States,
most countries reported a strong emphasis on the Practice of
segregating the retarded.

Schurr, L.T. and The Effect of Special Class Placement on, the Self-Concept of
Brookover, W.B. Abilit of the Educable Ilentally Retarded Chil\ Washington,

Ft:: 0 EW, Bureau of Handicapped Children' and Pith; 1967, 199 pp

Result- irdicated educable mortally retarded children in special
classes showed an increase on the General Self-Concept of Ability

.Scale during an 18- month' period, while those reassigned to the
regular, classes all declined in self-,:oncept of ability. Special
class placement was found to have a positive effect on the children's
self-concept of ability, which was based on self-comparison with
claSS peers. It is suggested that the students may have internal-
ized the negative attitudes of others about the special class and
not,about their ability.

"An Integrated Teacher Education Program for Special Education -
A New Approach," Exceptional Children Vol. 33, No. 6 (Feb. 1967),
pp. 411-416; -1

Author outliees an ideal teacher educator program which emphasizes
the training of clinical teachers to provide diagnosis and
reme-ilation for a variety oflearning difficulties presented
by !xceptional children. In order to move in this. direction,
the author feels we must abandon the traditional practice of .

labeling children according to a specific handicap.

Schwarz, R.H. 'Mental Age A It Relates to School Achievement Among Educable
Mentally Rota ed Adolescents," Education and Training of the
MentaliyRetar Vol. 4, No. 2 14i11-1169)0 pp: 53-561.%

This study was oncerned with the discrepancy between actual
achievement and expected achievement according to mental age

Schwartz, L.

04
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Schwarz, R. and
Shores, R.E.

iegel, E.-

among educable mentally retarded children In special:classes.
It was found that teachers Were concentrating their efforts on
the lower grade retardates in the class, thus increasing the gap
between actual achievement and expected achievement among the
higher grade retardates, As a result, the author questions the
effectiVeness of homogenous special education classes for the
educable mentally retarded,

The Academic Achievement of EMR Students and Social lass,
American Jouroal of Mental Deficiency Vol. 74, No. 3 (1969),

MOTE
Mildly retarded children enro in special education classes
were grouped'according to agT and ocioeconomic level. Reading
and arithmetic achievement levcris of the groups were measured
and compared. Results incWated middle socioeconomic level
children achieved at a Wg:ier level, and a differepce in reading
skills appeared to,increase as a function pf age and socioeconomic
level.

Special Education in the Regular Classroom. New York: John

Day,11W1ITpp.

This book attempt to provide teaching ideas, methods, curriculum'
strategies, and ge ral advice to the regular classroom teachers
who may be teachin mildly ,handicapped children in Iheir classes.

Author feels that eachers cdn.help these chilaren deal with
problems of immaturity, coordiAtion, anxiety, self-concept.,
abstract thinking, and behavior with proper support from
supervisors and administrators.

Smith, R.M. Clinical Teaching: Methods of Instruction for the'Retarded, New

York: McGraw-Hill, 1968, 292 pp.
.

This book outlines the "clinical teaching" thod which emphasizes

the value of identifying the relative stra the and weaknesses
of each child anci providing a highly structured and stimulating
environment. Curriculum development should be based upon the
learning characteristics and behaviors of the mentally retarded
child, Stresses the use of daily lesson plans, homogenous
grouping, data front psychological evaluations, daily record
keeping, and classroom experimentation: . t.

Sparks, ii.L. and "What is Special About Special Education Revisited: The Mentally__

Blackman, 1.5. Retarded," Exceptional Children Vol. 31, No. 7 (Jan.'1965)

pp. 242-247.

A discussion of special class placement versus regUlar class
placement. Author,feels that theevidence indicatipg special
class placement does not Promote academic achievement and
questions the adequacy' of ttie special class social- environment.
Recommends the importance of research in the area of teacher
preparation for teachers of the mildly 'retarded.
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Sheila, M.

Sheperd, G.

"When You Wish Upon A Star: The Self-Fulfilling Prophecy and
Special Education," Education and Training of the Mentallj
Retarded Vol. 3, No. 4 (196), 57T9-103.

Author feels that expectations held by the special education
teacher can be transmitted to serve as clues for modifying
the behavior of the child. A child who is expected by the
,school to learn does so; the child of whom little is expected
produces little. If more achievement were expected of'special
class students, more achievement possibly might'occur..

"The Education of Educable Mentally Retarded Students in Secondary
Schools: A Review of the Literature," Curriculum Bulletin
Vol. 23, No. 280 (July 1967), pp. 1-31.

A review of literature, focusing on the efficacy of special
class placement, follow-up studies of the retarded curriculum
organizatlion and content, and occupational prognosis.

Stanton, J.E. and A Study of Differences Between Children in Residential School
Cassidy, V.M., CriSses and Special and Regirtir Crasser-in Ohio. Columbus,

Ohio: College of Education, Ohio StateUniversity, 1961,
91 pp.

A study of differenes'between children in residential school
clas4s and special and regular classes in Ohio is presented
as part of an investigation of factors involved in the educa-
tional placement of educable mentally handicapped children.
Observatidns about the residential educational environment

j alohe are made, and a statistical comparison with special
and regular class poptiiations isdone. Conclusions are
drawn, regarding the r uliS of different types of.educational
placement.

Symposium "Segregation Versus Non-Segregation or Fxceptional Children,"
Journal _of Excepfdonal Children Vol. 12 (May 1946), pp. 235-240.

Views on segregation and nonsegregation of exceptional.chilfiren
expresseq by members en..a panel ..3t the Twenty - Second Annua-,.

Meeting of t Whe lnternattenal Couhcil for Exceptional Childr6n.
The conclusion reachifas that would seem right, therefore,
that,'with knowAdge 'of modern\ educationAmethodS, a more
scientific treatment than segregation be afforded all children.
within the school."

jhurstoile, T:G.

a.

An Evaluation of EdgCating Mentally liandica ed Children in

petiai Classes in RegularCrasses. 1.1as ington, D.C.:

North Catalina UnWersity, Chapel --HITT, Office of Eduaationl-

DHEW, 1959, 259 pp.

A compariSon of mental development, academic achievement, social
adjustment, and physical growth and coordination between retardates
in regular and-spc,cial classes. Population was drawn from rural.



Valett, R.E.

Valetutti, P.

Warner, F.,
Thrapp, R. and
Walsh, S.

,

and large and small school districts. Results indicated that the
retardates in Ipecial classes; were superior in social and physical
development, but inferior in academic achievement to` -their peers
in regular classes.

"The Learning Resource Getter for Exceptional Cliffen,"
Exclptional Children Vol. 36, No. 7 (March 1970), pp. 52, 530.

A destription of how a'Learning Resource Center can meet the
needs of exceptional children in the public schools. SerVices
include individualized instruction, sequenced programming, and
the development of prescriptive teaching approaches. Strong
emphasis is placed upon inservice trOthing and parent education.

"Integration vs. segregation: A Useless Dialectic," Journal Of
Special Education Vol. 3, No. 4 (1969), pp. 405-408.

Author emphasizes the rationale and benefits of segregating
exceptional children. Since the exceptional childintegrated
into the regular classroom may be a disruptive influence, the
practice of segregation can provide legitimate relief for the
classroom teacher. Also, segregation can sometimes improve
the self-image of the rejected retardate. Of greatest importance
are teacher values and attitudes and their influence on pupil
self-perception and performance.

A Survey of Some of the Attitudes of 369 Children Toward Their
Placement in a SpecialiEMR Class. Project No. 9233, Frederic
Burk Foundation/Faculty Development Fund, San'Francisco:
California State University, 1972, 23 pp.

4

Three hundre6 and sixty-nine children in special classeS for the
mildly retarded were asked to reond to the following qdestions:
1) Do you like being in a special class?-2) Would ycl rather be
in some 'Ither class? 3) Why do you think you a e in a special
class? 4) What do you likenOst about bping.in a speCial.clast?
and 5) What do you like least_at ei special class?r
Results did not support the assumption t most children
resent their special class placement or are desirous of
'reassignment to a regular class. The most frequently cited
reason for discontent was their; interpersonal relationships
with retarded peers.

Weintraub, F.J.,
Abeson, A.R., and
Braddlick, D.L.

State.Law and Education of Handigapped Children: Issues and

Recommendations. Arlington, Virginia: The Council 6Ttxtepional
Children, n:a., 142 -pp.,

.

Thi% book is'meant tb serve as a guide for thoSe seeking a direction,
rationale, or model for legal change. Recent major legal decisions
are discussed relating tosareas of state definitioks of.disability
and eligibility, validity of placement, discriminatbry placement
of mini-way groups, paren s'. rights, and ability groping. Of

particular interest is th section on model statutss intended
for those wishing to rev:

)1

d or update the laws of their,state
relating, to the educatio of handicapped, children.

1
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Welch, E.A.,

Winford,

The Effects of Se rebated and Partially Inte rated School
Pro ams on Se - oncept and AcadilmiTAc evemeril of Educable
ienta etardates.* UnpiibliWed doctoral dissertationi
FOTIZTIFTTOTo.iUniversity of Denver, 1965.

One group of EMRchildrnn was assigned to a segregated special
k.lass, the other group tc a partially integrated class. None
of the childreA had Had previous experience with any type of
special educatibri. Results indicated the integrated subjects
showed a significant decrease in the number of derogatory
statements they attributed to themselves, with the reverse
true for the retarded segregated group. All groups made
significant gains in reading, spelling, and arithmetic, with
the retarded integrated group making significantly greater
gains in reading than the retarded segregated group. Author
concludes that children segregated on the basis of intellectual
inferiority not only perform less adequately, they more often
see themselves as inadequate and rejected.

Achievement ofiducable Mentally Handicapptd_Children as
Affected in the =Level of- eace. r Preparation. Ed. D.

dissertation, Charlottesville, Virginia rTniversity of
Virginia, 1964, 54 pp.

Purpose of the study was,to determine the effectiveness of
teachers in special public school classes for the mildly
retarded who differed in the degree of4their special preparatione
and the manner of obtaining their preparation. Results indicated
that the mildly retarded children taught by teachers with part-
time preparation achieved higher reading scores than the childreu
taught by teachers with full-time preparation. Implicatidns are
discusSed.

Wrightstone, J.W. A Comparison of Educational Outcome Under Single-Track and
and others Two-Track Plans for Educable MPA.011Y,Retarded Children.

'Washington, D.C.: DREW, Office of
Education, CRP No. 144, 1959, 299 pp.

Zito, R.J. and
Bardon, J.1.

This study compared the changes in the,EMR enrolled in an
experimental two-track, (homogenous) program with those enrolled
in a one-track program in New Yoq City. Authors concluded Plat
there was no evidence, based on their data, to support either
homogenous or heterogenous grouping and that the achievement of
both groups was below their mental age expectation,'

"Achievement Motivation Among Negro Adolescents in Regular and
Special Education Programs,' American Journal of Mental Deficienq
Vol. 74, No. 1,(July 1969); pp. 20-26.

Results indicated that Negro adolescents- have achievement motiva-
tion comparable to others from the, same socioeconomic leyel. .Also,
they are more inqenced'by success than by failure.. Experience
in special, class tended to make them cautious in setting goals
aneto anticipate failure'to achieve goals, whereas those in
regular elasses'anticipated success and.had higher levels of
academic achievement.
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